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Preface 


Reflective Teaching has been produced by Andrew Pollard following successive 
rounds of consultation among the profession (please see the Acknowledgements), 
and with the assistance of an Editorial Team — Janet Collins (Open University), 
Mandy Maddock (University of Cambridge), Neil Simco (St Martin’s College, 
Ambleside), Sue Swaffield (University of Cambridge), Jo Warin (Lancaster 
University) and Paul Warwick (University of Cambridge). 

We are pleased to be able to offer three fully integrated and complementary 
resources: 


© Reflective Teaching (the core handbook for school-based professional 
development) 


© Readings for Reflective Teaching (for over 120 associated and fully integrated 
readings) 

© RTweb (website for supplementary, updatable guidance on Further Reading, 
illustrative Reflective Activities, links, downloads, etc.) 


Regarding the present text, the 2004 update has covered curriculum, pedagogy, 
assessment, social inclusion, inspection and many other topics. We have tried to 
further address the rather different UK contexts of England, Northern Ireland, 
Scotland and Wales. There are chapters on mentoring, language and the role of 
newly qualified teachers, and new design features make the book even easier to 
use. In particular, we have enhanced signposts, where specific links or routes 
through the book are suggested. The underlying rationale for the structure of the 
book is to be found in Figure 4.1 and, of course, it is possible to travel around 
this territory in many different ways. It’s your choice! The main contents page, 
content pages for each chapter and the overall index will help if you ever feel lost, 
or really want to ‘start again’. 

Selective Key Readings are provided at the end of each chapter. It is possible to 
sample some of these suggestions, and many others, by consulting Readings for 
Reflective Teaching (2nd edition). To assist in this, extensive cross-referencing is 
provided throughout the text, as indicated by the Reading icon. 

Previous versions of the book were popular for the extensive guidance on 
reading after each chapter and we intend that this comprehensive Further 
Reading should remain available through the internet on RTweb. Their location 


‘there enables us to provide regular updates of their content. 


Also available on RTweb (in downloadable form) are selected Reflective 
Activities and many of the diagrams and figures contained in the book. We hope 
that these will prove useful and welcome ideas for the further development of the 
site. Please check it out at www.rtweb.info! 

Asa whole, these resources are intended to provide flexible and comprehensive 
support for school-based teacher education and training, ina form that is suitable 
for a wide range of circumstances. In particular, whilst trainees and teachers early 
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in their careers remain a prime audience, we believe that the materials offer 
strong support to mentors and to more experienced teachers in self-motivated 
continuing professional development activities. Whilst all chapters provide up- 
to-date overviews of key issues, they are also expected to be used selectively, 
depending on judgements of what is needed to meet specific learning objectives. 
As indicated above, there are many routes through these materials. 

The book remains focused on primary education, though we are aware that 
it is also extensively used in relation to the Foundation Stage and early parts of 
Key Stage 3. Whilst we welcome this, we do not claim to have fully met these 
particular needs. 

My thanks again to those who have offered comments, criticisms and sugges- 
tions regarding, previous editions. These are extremely helpful and users of these 
new resources are invited to continue to maintain the feedback loop so that they 
can be effectively developed in the future. 


Andrew Pollard 
University of Cambridge 
November 2004 


The Editorial Board regularly consults students and teachers as illustrated by this 
photograph taken at St Martin 's College, Cumbria 
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Introduction: Reflective Practice Across 
the UK 


The main aim of the Reflective Teaching handbook is to support trainee teachers, 
school mentors, university tutors and all teachers, however experienced, who 
wish to reflect upon teaching in a systematic fashion. Together with its supple- 
mentary materials, Readings for Reflective Teaching and RTweb, we have tried 
to provide comprehensive support for the development of effective classroom 
practice. However, these resources are intended to be more than just a practical 
guide to the development of classroom expertise. The analysis and activities 
have been set within a framework that attempts to link classroom practice and 
research with current educational, political and social debates. This book thus 
offers a broad context — the context of the ‘extended professional’ — within which 
to reflect upon teaching. 

In the contemporary world, the requirements which governments make of 
teacher education are very often reviewed and amended as national priorities 
change or powerful ideas ebb and flow. Each chapter in this handbook begins 
with illustrative ‘standards’ which are to be met in particular parts of the UK - 
but, writing in 2004, these are, as ever, on the move. Whilst the 2002 Standards 
for Initial Teacher Training in England still stand, in Wales a review of their 1998 
requirements continued through 2003/4 — with proposals to echo the English 
model more closely. A further consultation document is expected, and perhaps 
changes will take effect in 2005. 

In Scotland, ‘Guidelines’ were again established in 1998, and in 2000 were 
drawn into the benchmarking framework of the Quality Assurance Agency for 
Higher Education. Following the McCrone Report, A Teaching Profession for 
the 21st Century, a two stage review was established — the second stage of which 
is due to report in 2004. Provision in Northern Ireland is presently based on the 
1999 Teacher Education Partnership Handbook, but following review by the 
General Teaching Council for Northern Ireland a new framework of competences 
is expected to begin in 2005. 

It is interesting to note the adherence to the idea of teacher education in Scot- 
land — rather than the term training used in England and Wales — and this does 
seem to denote a more explicit concern with developments in the modern world. 
For instance, the ‘Model of the Teacher’ endorsed by the Scottish Executive 
declares that the teacher in the twenty-first century will: ‘be expected to become 
an educator in a wider sense than hitherto, seeking to make a positive contri- 
bution to society as a whole and moving away from a narrow focus on skills or 
knowledge’ (Report of the First Stage Review of Initial Teacher Education). 

On the other hand, the extent of direct participation and partnership in initial 
teacher training/education is probably more developed at present in England and 
Wales than it is in Scotland and Northern Ireland. This reflects different histories 
concerning the roles in initial professional development of higher education 
institutions and of the profession more widely. However, as a broad trend, part- 
nerships between higher education, schools and the General Teaching Councils of 
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the UK appear to be deepening — but with ever-present guidance and monitoring 
from government departments, agencies and inspection systems. This, of course, 
raises the question of the extent to which the teaching profession can and should 
control its own access, qualifications and standards. _ 

This Handbook, Readings and RTweb have been designed to make a direct 
contribution to higher education courses, mentoring in schools and new forms of 
partnership. It is also intended to support those inyolved in alternative routes into 
teaching, such as those which are employment-based. 

Indeed, there has been considerable momentum towards the development of 
alternative routes into teaching. In part, this is a response to problems of recruit- 
ment, but it also reflects belief in the practical effectiveness of employment-based 
routes. Reflective Teaching resources will support these distance-learning circum- 
stances with the handbook of advice, pocket library of readings and website. 

This book and its associated resources thus have extremely serious intentions 
and contemporary relevance. We wish to support the continuing development of 
high-quality professionals who can enhance pupil attainment, and we also want 
to support new teachers in understanding the contexts in which they work and 
the significance of what they do. Because teachers are concerned with citizens of 
the future, with life-chances, social inclusion and with the quality of children’s 
experiences in the present, they can never avoid value questions. Because they 
deal, from moment to moment, with a constant flow of dilemmas, they can never 
avoid the need to exercise professional judgement. Professionals for the rapidly 
developing new century thus need flexible and resilient approaches to continuing 

development, and it is important that the significance of reflective teaching is now 
explicitly recognized across the UK. 

Indeed, for many years, ‘reflective teaching’ has been an extremely popular 
concept among professional educators in the UK and internationally. However, 
it has also been the focus of some criticism. In particular, some feel that it 
has sometimes been used rhetorically and with too little rigour. Others point to 
the importance of intuition for very experienced professionals. There have also 
been suggestions that reflection is only appropriate once initial skills have been 
established. On the other hand, it is important to maintain the very: highest 
expectations for all teachers, at whatever stage of professional development. 

In England, the Teacher Training Agency (TTA) endorses the need for high” 
expectations and the core processes of reflective teaching. For example, it requires 
those awarded Qualified Teacher Status to demonstrate that they ‘are able to” 
improve their own teaching, by evaluating it, learning from the effective practice 
of others, and from evidence’ (standard 1.7). As we shall see, similar commit 
ments to self-evaluative, reflective processes are sustained in Scotland, Northern 
Ireland and Wales. They tend to be expressed increasingly strongly in respect of 
more experienced teachers and continuing professional development. 

The development of General Teaching Councils in each part of the UK is a ver 
important development for the whole profession. Scotland’s is the oldest, an 

was established in 1965. GTC Scotland’s principal aims are: 


© To contribute to improving the quality of teaching and learning; 


e To maintain and enhance professional standards in schools and colleges ? 
collaboration with partners including teachers, employing authorities, teache 
education institutions, parents and the Scottish Executive Department; 
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© To be recognized as a voice and advocate for the teaching profession; 


© To contribute to the development of a world class educational system in 
Scotland. (www.gtes.org.uk, 2004) 


The other three GTCs were set up following legislation in 1998 and, as their 
websites reveal, they have some similarly bold aspirations. The GTC for England: 
‘provides an opportunity for teachers to shape the development of professional 
practice and policy, and to maintain and set professional standards’ 
(www.gtce.org.uk, 2004). The Council of GTC Wales aims to project: ‘an 
independent, representative and authoritative voice for the teaching profession 
in Wales and seeks to provide robust advice to the National Assembly and 
other organisations on teaching issues’ (www.gtcw.org.uk, 2004). The General 
Teaching Council for Northern Ireland (GTCNI) sees itself as an: ‘independent, 
self-regulatory body established to represent the professional interests of 
teachers’. As they continue: ‘The Council will offer a fresh and authoritative 
perspective on educational issues by drawing on the experience and knowledge 
of teachers. It will afford teachers the opportunity to contribute to, and shape, the 
future development of the profession in Northern Ireland’ (www.gtcnl.org.uk). 

One of the ways in which the GTCs are establishing their legitimacy as advo- 
cates for the profession is by drawing on and supporting research activity. There 
are also good, and growing, links with professional researchers — for example, the 
ESRC’s Teaching and Learning Research Programme liaises with and works 
through each GTC. Of more significance, however, are the GTC’s efforts to pro- 
mote research and reflective practice by teachers themselves. This is a key method 
of acquiring knowledge and building expertise and professional confidence. For 
example, the General Teaching Council for England sees research as: ‘a crucial 
source of theoretical and practical evidence on which public policy should be 
founded’ (2004), It supports teacher research, provides excellent summary 
reviews (Research of the Month), and commissions its own projects. Similarly, 
in Scotland, the GTC funds teachers to carry out detailed research on a specified 
range of issues within a rolling, annual programme and also provides a Teaching 
Scholarship Programme. In Wales, the GTC has provided a number of generous 
schemes for teacher research and development. These have included: Teacher 
Research Scholarships — up to £3,000; Teacher Sabbaticals — up to £6,000; 
Professional Networks — up to £10,000 to enable a group of teachers from one 
subject area, school cluster or LEA to work together; Professional Development 
Bursaries (£500); and International Visits (£2,000). Such serious financing may 
run a little ahead of the support infrastructures which help it to succeed — for 
instance, as provided by higher education in the Swansea area, or by the local 
education authority in Cardiff. In Northern Ireland, the GTC aims to establish a 
database to hold details of all relevant educational research and, if funds allow, 
intends to offer sponsorship of research projects. 

Of course, practitioner research on teaching and learning has a long history 
in the UK, with the influence of Lawrence Stenhouse in East Anglia being particu- 
larly significant. Today, it is supported by almost all education departments 
within higher education institutions, by many local education authorities, by 
numerous professional associations (both subject and phase based), and by 
government initiatives. The latter, however, are sometimes a little unpredictable, 
with considerable funds being made available at some points and a dearth of 
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support at others. In recent years, however, there have been some very significant 
initiatives. 

For- example, in England the DfES funded several thousand Best Practice 
Research Scholarships. Although many were highly commended, the scheme was 
discontinued because of budgetary and other pressures. The TTA funded four 
School-based Research Consortia which produced some excellent work. The 
National College for School Leadership has established a large number of Net- 
worked Learning Communities (NLCs) and these are growing in effectiveness 
and influence. There is an English ‘National Teacher Research Panel’ and an 
English ‘National Educational Research Forum’ both of which take practitioner 
research very seriously — despite the insensitivity in their names to contemporary 
UK devolution. 

In Scotland, the Chartered Teacher Programme is a system-wide initiative 
and builds on the McCrone Report, A Teaching Profession for the 21st Century. 
An historic agreement between the Scottish Parliament, Executive, teaching pro- 
fession, local authorities and higher education has established the Standard for 
Chartered Teacher (SCT) as a means of rewarding teachers who wish to remain 
in the classroom. The challenge is an excellent illustration of the principles of 
reflective teaching: 


In every sphere of his or her work, the Chartered ‘Teacher should be reviewing 
practice, searching for improvements, turning to reading and research for fresh 
insights and relating these to the classroom and school. These should be informed by 
those moral and social values which give point to education. 

(Scottish Executive, 2002, Chartered Teacher Programme for Scotland) 


A similar statement is made by Northern Ireland’s GTC in their Code of Values 
and Professional Practice (2004). 

When the first edition of this book was produced in the mid-1980s, Andrew 
Pollard and Sarah Tann fully recognized that all forms of action inevitably 
involve people in making judgements based on values and commitments — and 
this is certainly true for teachers. As in Scotland’s Chartered Teachers’ Scheme 
and in the statements of professional principles made by the General Teaching 
Councils, they therefore tried to offer a framework that recognized the necessity 
of professional judgements by individual teachers and yet was also informed by a 
set of value-commitments that would command widespread support in moral and 
ethical terms. 

At a fundamental level, Pollard and Tann tried to emphasize the links between 
education, human rights and democracy. In this respect one can learn a great deal 
from looking at the Universal Declaration on Human Rights and the European 
Convention on Human Rights, which were both developed in the post-war 
years. Britain passed its Human Rights Act in 1998, which gave full effect to 
the Convention. The UK is also a signatory of the Council of Europe’s special 
educational Recommendation (1985) and it is worth citing some parts of this 
document here. For example, it states: 


The understanding and experience of human rights is an important element of the 
preparation of all young people for life in a democratic and pluralistic society. It is a 
part of social and political education, and it involves intercultural and international 


understanding. 
(1.1) 
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The study of human rights in schools should lead to an understanding of, and 
sympathy for, the concepts of justice, equality, freedom, peace, dignity, rights and 
democracy. Such understanding should be both cognitive and based on experience 
and feelings. 


(3.3) 


During teacher education, trainees should be: ‘encouraged to take an interest in 
national and world affairs’ and ‘be taught to identify and combat all forms of 
discrimination in schools and society and be encouraged to confront and overcome 
their own prejudices’. 

(5.1) 


The United Nations Convention on the Rights of the Child passed into inter- 
national law in 1989. This provides children and young people with many 
fundamental protections, integrating economic and social rights indivisibly with 
civil and political entitlements. Article 12 is particularly interesting for teachers, 
since it recognizes each child’s right to express views and feelings on all matters 
affecting the child, and to have those opinions taken into consideration (see Osler 
and Starkey, 1996, Reading 13.9, for more complete discussion of these issues). 
Is Article 12 fulfilled in your classroom? 

These are challenging ideas, but ones which have to be faced if we are to 
provide the best possible quality of education for all the children in our societies. 
The work of a professional educator thus involves a heavy degree of social 
responsibility. We hope that this book and supplementary resources will support 
the missions of the UK General Teaching Councils and will help its readers to 
both improve their classroom effectiveness and reflect on such concerns. 

This book has three parts. Part 1 is entitled ‘Becoming a Reflective Teacher’. 
It offers a theoretical rationale for the approach (Chapter 1) and an account of 
key issues for trainees and mentors (Chapter 2). It concludes with a review and 
examination of ways of investigating classrooms (Chapter 3). 

Part 2, ‘Being a Reflective Teacher’, represents the classroom-focused, practical 
core of the book. Each chapter is devoted to a particular aspect of the teaching- 
learning process. Each has the same structure: a significant issue is discussed, 
reflective activities for classroom inyestigation are presented, follow-up points 
are suggested and selective guidance for further reading is given. Supplementary 
resources in Readings and RTweb are indicated. 

The issues selected in Part 2 are ones which are basic to classroom life: the 
context and the circumstances of teachers and pupils (Chapter 4); values and the 
identity of teachers and pupils (Chapter 5); classroom relationships (Chapter 6); 
considering how children learn (Chapter 7); reviewing curriculum and subject 
knowledge (Chapter 8): specific planning of what to teach (Chapter 9); organ- 
izing a classroom (Chapter 10); behaviour management (Chapter 11); the charac- 
teristics of classroom communication (Chapter 12); classroom teaching strategies 
(Chapter 13); assessment issues (Chapter 14); social inclusion and the con- 
sequences of classroom practice (Chapter 15). 

Part 3 looks ‘Beyond Classroom Reflection’ to consider reflective teaching and 
innovation in schools as a whole. We begin with guidance on learning as a newly 
qualified teacher (Chapter 16), before moving to consider the context of schools 
more generally and, in particular, continuing professional development (Chapter 
17). The book concludes with consideration of the role and responsibilities of 
reflective primary-school teachers in society (Chapter 18). 
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WE 


Enhancing professional standards and competences 


Reflective activity makes a powerful contribution to the learning of many 
professionals — engineers, doctors and nurses, police officers, architects and 
lawyers, to name but a few. The same benefits are being used to enhance the 
quality of teaching across the UK. For example, the Northern Ireland 
Department of Education put it like this: 


At the heart of becoming a teacher is, above all else, being a learner — a lifelong 
learner, To learn, one has to ask questions, of oneself and of others, and to know 
that this process is valued and shared across the school. Reflecting on teaching 
provides a focus for analysing and developing learning and teaching. 
(Department of Education for Northern Ireland, 1999, 
The Teacher Education Partnership Handbook, p. 82) 


: In England, proposals for continuing professional development explain: 


We want to encourage teachers, as reflective practitioners, to think about what 
they do well, to reflect on what they could share with colleagues, as well as 
identifying their own learning needs. 

(DfEE, 2001, Continuing Professional Development, p. 12) 


‘Fast Track’ trainees are required to be: ‘competent at analysis, problem- 


solving and conceptual thinking’ and to have a ‘commitment to self-development’ 
(DfES 2003d) 


Reflection is then, a fundamental process in enhancing professional develop- 
ment. The concept also has strong roots in the teacher education systems of 
Scotland and Wales. For example, all Scottish initial teacher education 
courses are presently required to enable students to: 


Reflect on and act to improve the effectiveness of their own practice. 
(QAA, 2000, Standard for ITE in Scotland, Benchmark 2.4) 


Scotland’s Chartered Teachers go further again: 


In every sphere of his or her work the Chartered Teacher will be reviewing 
practice, searching for improvements, turning to reading and research for fresh 
insights, and relating these to the classroom and the school. He or she will bring 
to his or her work more sophisticated forms of critical scrutiny, demonstrate 
a heightened capacity for self-evaluation, and a marked disposition to be 
innovative and to improvise. 

(Scottish Executive, 2002, Chartered Teacher Programme for Scotland ) 


— 


INTRODUCTION 


This book is based on the belief that teaching is a complex and highly skilled 
activity which, above all, requires classroom teachers to exercise judgement in 
deciding how to act. High-quality teaching, and thus pupil learning, is dependent 
on the existence of such professional expertise. 
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The process of reflective teaching supports the development and maintenance 
of professional expertise. We can conceptualize successive levels of expertise in 
teaching — those that student-teachers may attain at the beginning, middle and 
end of their courses; those of the new teacher after their induction to full-time 
school life; and those of the experienced, expert teacher. Given the nature of 
teaching, professional development and learning should never stop. 


(one The process of reflection thus feeds a constructive spiral of professional 
development and capability (see Figure 1.1). 


u 


States 


of professional 


competence 


Figure 1.1 The spiral of professional development 


Reflective teaching should be personally fulfilling for teachers, but also lead to 
a steady increase in the quality of the education \rovided for children. Indeed, 
because it is evidence based, reflective practice supports initial training students, 
newly qualified teachers, teaching assistants and experienced professionals in 
satisfying performance standards and competences. Additionally, as we shall see, 
the concept of reflective teaching draws particular attention to the aims, values 

ng and social consequences of education (see also Reading 1.5). 

This chapter has two main parts. The first introduces some of the dilemmas 
which teachers and teaching assistants face and key issues surrounding evidence- 
based practice, professional standards and competences. In the second part, seven 
major characteristics of reflective teaching are identified and discussed. 

YA RTweb also provides resources which supplement this chapter, such as a 
compendium of terms, issues, organizations and legislation. 


1. DILEMMAS, REFLECTION AND EFFECTIVENESS 


1.1 Dilemmas and challenges in classroom life 


The complicated nature of educational issues and the practical demands of class- 
room teaching ensure that a teacher’s work is never finished. When practicalities, 
performance standards, personal ideals and wider educational concerns are con- 
sidered together, the job of reconciling the numerous requirements and possible 
conflicts may seem to be overwhelming. As a Key Stage 1 teacher explained to us: 


I love my work but it’s a constant struggle to keep it all going. If] focus on one thing 
I have to neglect another. For instance, if I talk to a group or to ag child 
then I have to keep an eye on what the others are doing; if I hear sofffeone read then 
I can’t be in position to extend other children’s language when ‘opportunities arise; 
if I put out clay then I haven’t got room for painting; if I go to evening courses then I 
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1.2 


can’t prepare as well for the next day; if I spend time with my family then I worry 
about my class but if I rush around collecting materials or something then I feel 
guilty for neglecting the family. It’s not easy .. . but I wouldn’t do any thing else. 


Such dilemmas are frequently expressed — not only by experienced teachers, but 
even more by student-teachers. 

One excellent analysis of the difficult dilemmas which teachers face has been 
provided by Berlak and Berlak (1981, Reading 1.3). The framework that they 
developed’is a simple but very powerful one. Its strength derives from the fact 
that, although they studied only three schools in detail, they took great care 
to relate their analysis of the dilemmas which arose in the ‘micro’ world of the 
classroom to the major factors, beliefs and influences in society as a whole. Such 
factors, they argued, influence, structure and constrain the actions of teachers, 
children and parents. However, they do not do so in ways which are consistent, 
because of existing complexities and contradictions — hence the dilemmas which 
have to be faced. The resolution of such dilemmas calls for teachers to use profes- 
sional judgement to assess the, most appropriate course of action in any particular 
situation. 

But what are the major dilemmas that have to be faced? Figure 1.2 presents a 
version of many of them and merits some study. 

This book is intended to provide a practical guide to ways of reflecting on such 
issues and it offers strategies and advice for develaping the necessary classroom 
expertise to resolve them. 


Reflection and evidence-informed practice 


There has been considerable discussion in recent years about the use of ‘evidence’ 
to inform educational practices (Readings 3.3, 3.2). Could this help to resolve 
endemic classroom dilemmas? Are we suffering, as Dadds (2001, Reading 9.4) 
suggested, from a sort of hurry-along’ survival instinct in which taking account of 
the next requirement is replacing principled, informed and considered judge- 
ment? Some policy-makers argue that large-scale scientific studies should be 
combined with systematic reviews of research to determine ‘what works’, with 
conclusions being passed down to teachers. Others point to the value of per- 
formance or benchmark evidence, such as assessment, inspection, or intake 
data, to challenge existing thinking. Many others, however, advocate direct 
professional involvement in classroom enquiry, so that teachers take control 
of their own research and development. The latter, as we will see in Chapter 3, 
builds on the long tradition of action research which was established by 
Lawrence Stenhouse (Reading 3.1). 

In England, the Department for Education and Skills (DfES) and the Teacher 
Training Agency (TTA) promote each of these approaches. For example, a 
research centre for Evidence-Informed Policy and Practice in Education 
(www.eppi-ioe.ac.uk) systematically searches and ‘reviews available evidence; 
a database of Current Educational Research in the United Kingdom has been 
established (CERUK) (www.ceruk.ac.uk); ‘Research Summaries’ are available 
from the DfES Standards website; and a National Education Research Forum 
has been established to advise on new issues for study (www.nerf-uk.org). In 
England, a national scheme of ‘Best Practice Research Scholarships’ has recently 
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Treating each child as a ‘whole 
person’ 


Organizing the children on an 
individual basis 


Giving children a degree of control 
over their use of time, their 
activities and their work standards 


Seeking to motivate the children 
through intrinsic involvement and 
enjoyment of activities 


Developing and negotiating a topic- 
based curriculum from an 
appreciation of children’s particular 
interests 


Attempting to integrate curriculum 
subjects to increase meaningful 
coherence 


Aiming for quality in school-work 


Focusing on basic skills or on 
cognitive development 


Trying to build up co-operative and 
social skills 


Inducting the children into a 
common culture 


Allocating teacher time, attention 
and resources equally among all 
the children 


Maintaining consistent rules and 
understandings about behaviour 
and school-work 


Presenting oneself formally to the 
children 


Working with ‘professional’ 
application and care for the 
children 


Treating each child primarily as a 
‘pupil’ 


Organizing the children as’a class 


Tightening control over children’s 
use of time, their activities and their 
work standards 


Offering reasons and rewards so 
that children are extrinsically 
motivated to tackle tasks 


Providing a subject curriculum 
which children are deemed to need 
and which ‘society’ expects them to 
receive 

Dealing systematically with each 
discrete subject of the curriculum 


Aiming for quantity in school-work 


Focusing on expressive or creative 
areas of the curriculum 


Developing self-reliance and self- 
confidence in individuals 


Affirming the variety of cultures in a 
multi-ethnic society 


Paying attention to the special 
needs of particular children 


Being flexible and responsive to 
particular situations 


Relaxing with the children 


Working with consideration of one’s 
personal needs 


Figure 1.2 Common dilemmas faced by teachers 
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been available to support classroom teachers and reflective classroom enquiry 
is encouraged in the DfES’s policy for continuing professional development 
(DfEE, 2001a). There-is regular publication of performance and inspection evi- 
dence across the system from the government departments of Wales, Scotland, 
Northern Ireland and England. More significantly, however, there is considerable 
support from colleges, universities, local education authorities and government 
agencies for teachers who choose to reflect on school and classroom practices by 
conducting their own classroom research. Networked Learning Communities 
(NLC) is an initiative supported by the National College for School Leadership 
(NCSL) in England. It encourages practice-based research and networking 
between clusters of schools and higher education. Another increasingly signifi- 
cant set of institutions is the General Teaching Councils. The new Northern 
Ireland GTC is actively supporting teacher research on its website and 
encouraging the professional community to ‘take ownership’ of the activity, the 
English institution is actively promoting teacher research and also has helpful 
web provision (such as ‘Research of the Month’), and the Scottish GTC has been 
supporting professional development since 1966. In Wales, the GTC(W) has been 
awarded significant funds to promote professional development and teacher 
research, and’ is emerging as a significant voice for teachers. Additionally, at 
the time of writing, the TTA’s remit is changing to take account of ‘lifelong? 
professional development. 

In reviewing overall provision in England, the TTA advises that effective 
teachers should: 


¢ know how to find and interpret existing, high quality evidence from a range 
of sources, such as research reports, other schools’ experience, OFSTED 
inspection and performance data as a tool for raising standards; 


© ‘see professional development, which includes elements of research, as a means 
of improving classroom practice and raising standards, rather than as an end 
“in itself; 
© see pedagogy as integral to learning; 


@ interpret external evidence confidently, in relation to pupil or subject needs, 
rather than viewing it as a threat; 


© accept that systematic enquiry into specific elements of teaching is a hard but 
crucial component of continuing professional development — and a key to 
raising the esteem in which the profession is held; 


© be seen as equal partners with academic researchers in the process of pro- 
ducing evidence about teaching and in using it to raise standards (TTA, 2000). 


The model at Figure 1.3 summarizes the relationship between classroom practice 
and enquiry. It suggests that a practical problem in the classroom can helpfully 
be considered in terms of the issues which might underlie it. A little thinking 
might help. As we saw earlier in the chapter, this foregrounds an appreciation of 
classroom dilemmas — the challenge of deciding what to do when there are a 
number of competing possibilities. The essence of professionalism in teaching is 
being able to make high quality judgements, and the figure shows how evidence 
from classroom enquiry and other research sources can enhance such judgements. 
This is the core argument being presented by the UK General Teaching Councils, 
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1.3 


Problem 


Evaluate evidence 


Dilemmas 


EVIDENCE 


Analyse evidence Make provision 


ecnee 


Judgement Collect evidence 
5 


Figure 1.3 Evidence-informed practice 


and is accepted as a driver of continuing professional development across the 
world. 

Reflective professionals will thus be able to draw on, or contribute to, many 
sources of evidence, and use them to inform their teaching practice. However, we 
should note and emphasize, that a simple or direct translation of findings into 
action is not wise. This is because there are so many variables involved in teaching 
and learning, and direct ‘cause and effect’ findings rarely stand up to scrutiny. 
Simplistic answers to the question ‘What works?” are thus unlikely to be secure, 
and professional judgement will remain a highly significant filter in interpreting 
the significance of research evidence for particular pupils or classroom contexts. 


Standards for classroom effectiveness and career development 


In recent years, competency criteria and latterly ‘standards’ have been set by 
governments in many countries to provide a framework for teacher training and 
further professional development. For instance, those for Scotland, Northern 
Ireland, Wales and England are set out on their respective agency websites (see 
RTweb for links) — and we have drawn on this to headline the relevance of each 
chapter of the book. Although such requirements may have great significance in 
their day, they seem to be altered quite frequently in the face of what often appear 
to be political imperatives. With a long history behind it, the latest version of 
Standards for the award of Qualified Teacher Status was introduced in England in 
2002, and with some variations in Wales. In 2004, at the time of updating this 
text, the Department of Education in Northern Ireland were poised to move 
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beyond their 1999 statement of competences and had commissioned the General 
Teaching Council of Northern Ireland to conduct a major review of both Initial 
Teacher Education and continuing professional development. In Scotland, ‘com- 
petences’ of 1998 were incorporated into a ‘QAA Benchmark’ in 2000. In 2004 
a ‘Second Stage Review’ reported on a new integrative framework for both 
initial competences and pathways for continuing professional development 
towards ‘Chartered Teacher’ status. Given such patterns of adaptation, it would 
be prudent for students, mentors, teachers and teacher educators to get used 
to change! However, any requirements are still likely to revolve around the 
enduring, fundamental concerns of teaching and learning. 

For example, in England and, with minor adjustments, Wales, approximately 
800 standards for initial teacher training were set by DfEE Circular 4/98 and 
Welsh Office Circular 13/98. They were presented within four major headings: 


A. Knowledge and understanding 

B. Planning, teaching and class management 

C. Monitoring, assessment, recording, reporting and accountability 
D. Other professional requirements. 


In addition to these generic requirements, there were also subject-specific 
“requirements. All primary trainees were required to have closely specified subject 
knowledge in both ‘pure’ and ‘applied’ ways, and to understand key teaching 
approaches within the core subjects of English, mathematics and science. 

The criteria created a very heavily structured and regulated set of requirements 
which all trainees had to achieve prior to the award of Qualified Teacher Status 
(QTS). There was an inherent danger of atomization, with trainees focusing 
closely on the achievement of individual skills and standards rather than on a more 

ag integrated form of reflective capability (Calderhead, 1994, Reading 2.4). The 
requirements were challenged, notably by the National Primary Teacher Educa- 
tion Conference (NaPTEC) in terms of their implied model of teaching, learning 
and professionalism, and in terms of their manageability. Further, when policed 
through high-stakes inspection, they were also seen by some as part of an initia- 
tive to curtail the influence of higher education institutions (Furlong et al., 2000). 

In 2000, offering more benign support, the DfEE consulted on a new national 

framework for professional development through all career stages. As they put it: 


We believe that it would be helpful for teachers if we set out the standards of 
practice most teachers already aspire to in a national framework which all new 
and existing professionals could use to monitor progress and aid the planning of 
their professional development. The framework would map out the progression 
possible in a teacher’s career, such as induction, passing the performance threshold 
and Advanced Skills Teacher, in terms of the skills and characteristics that they 
should expect to demonstrate at each point. The framework would also include the 
qualities needed for middle management roles such as subject leadership and 
the way these would develop for school leadership and headship. 

(DfEE, 2000:7) 


However, the TTA circular of 2002 remains focused on initial teacher training 
nae ae ae 2002). Structurally, it is possible to identify a framework of 
two levels: 4 
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Level 1 is the 2002 statutory framework for initial teacher training. Whilst 
still containing standards and course requirements, this is very much slimmed 
down from Circular 4/98. It covers much the same areas as its predecessor, 
but ‘professional values’ are now included as a discrete section and are seen as 
permeating sections on ‘knowledge and understanding’ and on ‘teaching’. 


Level 2 can be seen as the TTA Handbook, offering non-statutory guidance on 
areas such as assessment of the standards and partnership between higher educa- 
tion institutions and schools, 


A third more informal level consists of exemplars of good practice produced by 
providers and training schools. Such resources include this book, its accompany- 
ing Readings and internet site, RTweb, with their supplementary resources and 
ideas providing support on a chapter-by-chapter, topic-by-topic basis. 


The new framework in England thus takes the form of a pyramid, with a small 
section of statutory requirement at the top, followed by non-statutory guidance 
on certain areas and then a large base of resources and examples of good practice. 
There is considerable scope here for high-quality reflective practice. 

This new English framework for national standards is part of the ‘New 
Labour’ agenda for reform in edugation, a major part of which relates to 
restructuring the teaching profession. This was envisaged in two green papers, 
Excellence in Schools (DfEE, 1997) and Teachers*Meeting the Challenge of 
Change (DfEE, 1998a). It was also influenced by a model of ‘teacher effective- 
ness’, as constructed by the Hay McBer Consultancy (2000). This envisaged 
three complementary factors contributing to pupil progress — teaching skills, 
professional characteristics and classroom climate (see Figure 1.4). For each of 
these factors, many subsidiary skills and elements of knowledge were identified, 
together with various ‘levels’ of capability for each. 


Figure 1.4 The Hay McBer model of teacher effectiveness 
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Broad standards and competences are helpful in defining goals for students, 
mentors, headteachers, tutors and others who are engaged in initial teacher 
education. As the TTA (2000) put it, they can: 


© set out clear expectations for teachers at key points in the profession 


@ help teachers at different points in the profession to plan and monitor their 
development, training and performance effectively, and to set clear, relevant 
objectives for improving their effectiveness 


@ ensure that the focus at every point is on improving the achievement of pupils 
and the quality of their education 


@ provide a basis for the professional recognition of teachers’ expertise. 


However, we need to be clear about the status of such models and criteria (BERA, 
2001). The requirements described above (and, in more detail, at the start of 
each chapter in this book) set out the skills, knowledge and understanding which 
have been deemed to be appropriate for teachers in the particular context of 
England in the year 2005. However, those required where a centralized national 
curriculum and legally defined assessment procedure exist may well differ from 
those which are called for where teachers and schools are more engaged with a 
greater degree of partnership (as, for instance, in Northern Ireland and Scotland). 
Those called for where class sizes are high and resources scarce (as in many parts 
of the world) may vary from those needed when much smaller classes or groups 
are taught with evil adkese to equipment. In particular, the standards required in 
2005 are unlikely to remain constant. To illustrate this point, it is interesting to 
consider the requirements made of apprenticed ‘pupil teachers’ in England almost 
160 years ago. 

We have to remember then, that officially endorsed standards are historically 
and contextually specific. Despite the moderating influence of available research, 
they are likely to be strongly influenced by the cultures, values and the priorities 
of decision-makers who happen to be in power at the time of their construction. 
In the case of teacher development in England, the framework for ‘professional 
standards’ describes the particular formulation of skills, knowledge and under- 
standing which has been deemed appropriate for the particular time and cir- 
cumstances. During a forty-year career, a teacher is likely to experience many 
such systems, and historical or comparative reflection will help keep them in 
perspective. Indeed, Hay McBer themselves caution against over-conformity 
when they emphasize that ‘teachers are not clones’ and assert that professionals 
always have to use their judgement about circumstances, pupils, contexts and 
teaching approaches (2000: para 1.1.4). This, of course, is an important element 
of reflective and evidence-informed teaching. 

In summary, our view is that the notion of réflection applies throughout 
professional life but in different ways. Novice teachers, such as those in initial 
teacher training, may use reflection to improve on specific and immediate 
practical teaching skills. Competent teachers, such as Newly Qualified Teachers, 
may use reflection as a means of self-consciously increasing understanding and 
capability, thus moving towards a more complete level of professionalism 
(Calderhead, 1994, Reading 2.4). Expert teachers, such as those who have passed 
competency standards thresholds, will work at a higher level, understanding 
the various issues concerning children, curriculum, classroom and school so well 
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Regulations respecting the education of pupil teachers. 
Minutes of the Committee of Council on Education, 1846. 


Qualifications of candidates: 

To be at least 13 years of age. 

To not be subject to any bodily infirmity likely to impair their usefulness. 
To have a certificate of moral character. 

To read with fluency, ease and expression. 


To write in a neat hand with correct spelling and punctuation, a simple prose 
narrative read to them. \ 


To write from dictation sums in the first four rules of arithmetic, simple and 
compound: to work them correctly, and to know the table of weights and measures. 


To point out the parts of speech in a simple sentence. 
To have an elementary knowledge of geography. 


To repeat the Catechism and to show that they understand its meaning and are 
acquainted with the outline of Scripture history. (Where working in schools 
connected with the Church of England only.) 


To teach a junior class to the satisfaction of the Inspector. 


Girls should also be able to sew neatly and to knit. 


Figure 1.5 Regulations respecting the education of pupil teachers, 1846 


that many decisions become almost intuitive. In these kinds of ways reflec- 
tive teaching has a place throughout the profession from trainees and newly 
qualified teachers (NQTs) to advanced skills teachers, teacher advocates, team 
leaders in performance management, teaching assistants (TAs), support staff and 
subject leaders. 


THE MEANING OF REFLECTIVE TEACHING 


The notion of reflective teaching, around which this book is based, stems from 
Dewey (1933, Reading 1.1) who contrasted ‘routine action’ with ‘reflective 
action’. According to Dewey routine action is guided by factors such as tradition, 
habit and authority and by institutional definitions and expectations. By impli- 
cation it is relatively static and is thus unresponsive to changing priorities and 
circumstances. Reflective action, on the other hand, involves a willingness to 
engage in constant self-appraisal and development. Among other things, it 
implies flexibility, rigorous analysis and social awareness. 

Dewey’s notion of reflective action, when developed and applied to teaching, 
is both challenging and exciting. In this section, we review its implications by 
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identifying and discussing what we have identified as seven key characteristics of 
reflective practice. These are: 


1, Reflective teaching implies an active concern with aims and consequences, 
as well as means and technical efficiency. 


2. Reflective teaching is applied in a cyclical or spiralling process, in which 
teachers monitor, evaluate and revise their own practice continuously. 


3. Reflective teaching requires competence in methods of evidence-based class- 
room enquiry, to support the progressive development of higher standards of 
teaching. 


4. Reflective teaching requires attitudes of open-mindedness, responsibility and 
wholeheartedness. 


Se 


Reflective teaching is based on teacher judgement, informed by evidence-based 
enquiry and insights from other research. 
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6. Reflective teaching, professional learning and personal fulfilment are 
enhanced through collaboration and dialogue with colleagues. 


7. Reflective teaching enables teachers to creatively mediate externally developed 
frameworks for teaching and learning. 


Each of these characteristics will now be considered more fully. 


Aims and consequences 


Reflective teaching implies an active concern with aims and consequences as 
well as means and technical competence 


This issue relates first to the immediate aims and consequences of classroom 
practice for these are any teacher’s prime responsibility. However, classroom 
work cannot be isolated from the influence of the wider-society and a reflective 
teacher must therefore consider both spheres. 

An example from the history of educational policy-making in England will 
illustrate the way in which changes outside schools influence actions within them. 
Following the initiation of a ‘Great Debate’ by Prime Minister Callaghan (1976) 
many of the ‘taken-for-granteds’ in education were progressively challenged 
during the 1980s and 1990s. Successive Conservative governments introduced 
far-reaching and cumulative changes in all spheres of education. Many of these 
reforms were opposed by professional organizations (see for example, Haviland 
(1988) and Arnot and Barton (1992)) but with no noticeable effect on political 
decision-making (see also Reading 18.4). Indeed, the allegation was made 
that educational policy was being influenced by a closed system of beliefs — an 
‘ideology’ deriving from a small number of right-wing politicians and pressure 
groups. Meanwhile, teachers and pupils worked to implement the new forms of 
curriculum, assessment, accountability, management and control which had been 
introduced, despite the fact that the profession at the time was largely opposed to 
the principles on which the reforms were based (see Osborn et al., 2000; Pollard 
et al., 1994, Reading 18.5). 

Such a stark example of the contestation of aims and values in education raises 
questions concerning the relationship between professionals, parents and policy- 
makers. It is possible to start from the seemingly uncontroversial argument that, 
in a democratic society, decisions about the aims of education should be ‘demo- 
cratically’ determined. However, it has also been suggested (White, 1978) that 
teachers should adopt a role as active ‘interpreters’ of political policy. Indeed, 
that most teachers accept this argument is shown by the way in which they have 
implemented legislation even when they did not support it — though in the 1990s 
an unusual number of teachers in England did leave the profession. More 
recently, Bramall and White (2000) analysed the National Curriculum 2000 and 
suggested that, whilst there are explicit aims and a rationale, these may not be 
‘owned by’ teachers and may not relate to the operationalization of these in the 
actual curriculum. Indeed, there may be a gap between the ‘official’ rationale of 
the National Curriculum and the day-to-day experience of many classroom 
teachers — a problem that reflective teachers may wish to address. 

These kinds of stance are very different from the idea of the autonomous 
professional with which many teachers once identified. Yet it can be argued that 
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the existence of unconstrained autonomy is only reasonable and practical if ends, 
aims and values are completely uncontroversial. However, as soon as questions 
about educational aims and social values are seriously raised then the position 
changes. In a democratic society, the debate appropriately extends to the political 
domain and this, of course, is what has happened in recent years. 

This does not mean though, that teachers, even as interpreters of policy, should 
simply ‘stand by’ in the procedure. Indeed, there are two important roles that 
they can play. In the case of the first, an appropriate metaphor for the teacher’s 
role is, as both White (1978) and Sachs (2003) have suggested, that of ‘activist’. 
This recognizes that primary school teachers are individual members of society 
who, within normal political processes, have rights to pursue their values and 
beliefs as guided by their own individual moral and ethical concerns. They should 
thus be as active as they wish to be in contributing to the formation of public 
policy. Second, whilst accepting a responsibility for translating politically 
determined aims into practice, teachers should speak out, as they have done 
in the past, if they view particular aims and policies as being professionally 
impracticable, educationally unsound or morally questionable. In such circum- 
stances the professional experience, knowledge and judgements of teachers 
should be brought to bear on policy-makers directly — whether or not the policy- 
makers wish for or act on the advice which is offered (for interesting develop- 
ments of this argument, see Thompson, 1997). Indeed, it is important that, within 
a modern democratic society, teachers should be entitled to not only a hearing, 
but also some influence, on educational policy. Professional and subject associ- 
ations, such as the Association for the Study of Primary Education (ASPE) and 
the Geographical Association (GA) together with the General Teaching Councils 
of each part of the UK, provide collective forms of organization for such voices. 
However, in recent years, teacher unions such as the NUT, ATL and NAHT have 
undoubtedly been the most effective in making their voices heard. 


jes , The reflective teacher should thus be aware of the political process and of its 
le 


gitimate oversight of public educational services. They should also be willing to 
contribute to it both as a citizen and as a professional (see also Section 2.7 of this 


chapter and Reading 1.4 on ‘creative mediation’, and Chapter 18 for activity 
beyond the school), 


2.2 Acyclical process 


Reflective teaching is applied in a cyclical or spiralling process, in which 
teachers monitor, evaluate and revise their own practice continuously 


This characteristic refers to the process of reflective teaching and provides the 
dynamic basis for teacher action. The conception of a classroom-based, reflexive 
Process stems from the teacher-based, action—research movement of which 
Lawrence Stenhouse was a key figure. He argued (1975, Reading 3.1) that 
teachers should act as ‘researchers’ of their own practice and should develop 
the curriculum through practical enquiry. Various alternative models have 
since become available (Carr and Kemmis, 1986; Elliott, 1991; McNiff, 1988) 
and, although there are some significant differences in these models, they all 


Preserve a central concern with self-monitori i i 
fr an ring and reflection (see also Pring, 
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Teachers are principally expected to plan, make provision and act. Reflective 
teachers also need to monitor, observe and collect data on their own and the 
children’s intentions, actions and feelings. This evidence then needs to be critic- 
ally analysed and evaluated so that it can be shared, judgements made and 
decisions taken. Finally, this may lead the teacher to revise his or her classroom 
policies, plans and provision before beginning the process again. It is a dynamic 
process which is intended to lead through successive cycles, or through a spiral- 
ling process, towards higher-quality standards of teaching. This model is simple, 
comprehensive and certainly could be an extremely powerful influence on prac- 
tice, It is consistent with the notion of reflective teaching, as described by Dewey, 
and provides an essential clarification of the procedures for reflective teaching. 

Figure 1.6 represents the key stages of the reflective process. 


rae Reflect 
Evaluate evidence aa 


[ Plan 


Analyse evidence Make provision 


iene? 


Collect evidence 


els Protos 


Figure 1.6 The process of reflective teaching 


2.3 Gathering and evaluating evidence 


Reflective teaching requires competence in methods of evidence-based class- 
room enquiry, to support the progressive development of higher standards 
of teaching 


We can identify four key skills here; reviewing relevant, existing research, 

(Cink gathering new evidence, and analysis and evaluation, each of which contributes 
to the cyclical process of reflection (see Section 2.2). Drawing on the experience 
of colleagues receives particular attention in Section 2.6. 


Reviewing relevant, existing research. The issue here is to learn as much as 
possible from others. Published research on the issue of concern, from teachers or 
from professional researchers, may be reviewed. Internet-based search techniques 
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make this an increasingly straightforward task as do other resources — such as 
the Key Readings which conclude each chapter of this book, and the Notes for 
Further Reading which, chapter-by-chapter, are available on RTweb. Addition- 
ally, many web-sites are provided by summarizing agencies such as the Times 
Educational Supplement, National Foundation for Educational Research, 
education-online, DfES, TTA, QCA, Welsh Assembly, Scottish Parliament, 
Scottish Executive Education Department and the Northern Ireland Department 
of Education. For research project information, see the Current Educational 
Research Database in the United Kingdom (CERUK) at www.nfer.ac.uk/ceruk, 
More conventionally, higher education providers usually have excellent libraries 
which they will make available to partnership schools. Teachers’ TV, a new 
digital channel, also promises a great deal from 2005. 


Gathering new evidence. This relates to the essential issue of knowing what is 
going on in a classroom or school as a means of forming one’s own opinion. It 
is concerned with collecting data, describing situations, processes, causes and 

/effects with care and accuracy. Two sorts of data are particularly relevant. 
Objective data are important, such as descriptions of what people actually do, 
but so too are subjective data which describe how people feel and think — their 
perceptions. The collection of both types of data calls for considerable skill on the 
part of any classroom investigator, particularly when they may be enquiring into 
their own practice. 


Analytical skills. These skills are needed to address the issue of how to interpret 
descriptive data. Such ‘facts’ are not meaningful until they are placed in a frame- 
work that enables a reflective teacher to relate them one with the other and to 
begin to theorize about them. 


Evaluative skills, Evaluative skills‘are involved in making judgements about 

E the educational consequences of the results of the practical enquiry. Evaluation, 

in the light of aims, values and the experience of others enables the results of an 
enquiry to be applied to future policy and practice. 

Further practical discussion on competence in classroom enquiry is offered in 

Chapter 3 of this book, in Readings and on RTweb. However, such competence is 

Sey not sufficient in itself for a teacher who wishes to engage in reflective teaching. 


Certain attitudes are also necessary and need to be integrated and applied with 
enquiry skills. 


2.4 Attitudes towards teaching 


Reflective teaching requires attitudes of open-mindedness, responsibility 
and wholeheartedness 


Open-mindedness. As Dewey put it, open-mindedness is: 


An active desire to listén to more sides than one, to give heed to facts from whatever 

source they come, to give full attention to alternative possibilities, to recognise the 
possibility of error even in the beliefs which are dearest to us. 

(Dewey, 1933, p. 29) 

Open-mindedness is an essential attribute for ri 


f : 4 ‘ igorous reflection because any sort 
of enquiry that is consciously based on partial 


evidence, only weakens itself. We 
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thus use the concept in the sense of being willing to reflect upon ourselves and to 
challenge our own assumptions, prejudices and ideologies, as well as those of 
others. However, to be open-minded regarding evidence and its interpretation is 
not the same thing as declining to take up a value-position on important social 
and educational issues. This point brings us to the second attribute which Dewey 
saw as a prerequisite to reflective action — ‘responsibility’. 


Responsibility. Intellectual responsibility, according to Dewey, means: 


To consider the consequences of a projected step; it means to be willing to adopt 
these consequences when they follow reasonably ... Intellectual responsibility 
secures integrity. 

(Dewey, 1933, p. 30) 


The position implied here is clearly related to the question of aims that we dis- 
cussed above. However, in Dewey’s writing the issue is relatively clearly bounded 
and he seems to be referring to classroom teaching and to school practices only. 
Zeichner (1981-2) takes this considerably further. Moral, ethical and political 
issues will be raised and must, he argues, be considered so that professional and 
personal judgements can be made about what is worthwhile. It clearly follows 
that a simple instrumental approach to teaching is not consistent with a reflective 
social awareness (see also Reading 1.5). 


Wholeheartedness. ‘Wholeheartedness’, the third of Dewey’s necessary attitudes, 
refers essentially to the way in which such consideration takes place. Dewey’s 
suggestion was that reflective teachers should be dedicated, single-minded, ener- 
getic and enthusiastic. As he put it: 
There is no greater enemy of effective thinking than divided interest ... A genuine 
enthusiasm is an attitude that operates as an intellectual force. When a person is 


absorbed, the subject carries him on. 
(Dewey, 1933, p. 30) 


Together, these three attitudes are vital ingredients of the professional commit- 
ment that needs to be demonstrated by all those who aim to be reflective teachers. 

In modern circumstances, these attitudes of open-mindedness, wholehearted- 
ness and responsibility are often challenged, and the morale of many teachers 
has been low in recent years. Halpin (2001) argues that maintaining ‘intelligent 
hope’ and imagining future possibilities are essential for committed educational- 
ists. Beyond simple optimism, this requires ‘a way of thinking about the present 
and the future that is permeated by critique, particularly of the kind that holds 
up to external scrutiny taken-for-granted current circumstances’ (p. 117). Main- 
taining a constructive engagement, a willingness to imagine new futures, and a 
self-critical spirit are thus all connected to reflective practice. 


Teacher judgement 


Reflective teaching is based on teacher judgement, informed by evidence- 
based enquiry and insights from other research 


Teachers’ knowledge has often been criticized. For instance, Bolster (1983) 
carried out an analysis of teachers as classroom decision-makers and suggested 
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that, since teacher knowledge is specific and pragmatic, it is resistant to develop- 
ment. Bolster argued that teacher knowledge is based on individual experiences 
and is simply believed to be of value if it ‘works’ in practical situations. However, 
this gives little incentive to change, even in the light of evidence supporting 
alternative ideas or practices. On this analysis there is little need for teacher 
judgement, since teachers will stick to routinized practices. 

For an alternative view we can draw on Donald Schon’s work (Schon, 1983, 
Reading 1.2) on the characteristics of ‘reflective practitioners’. Schon contrasted 
‘scientific’ professional work such as laboratory research, with ‘caring’ pro- 
fessional work such as education. He called the former ‘high hard ground’ and 
saw it as supported by quantitative and ‘objective’ evidence. On the other hand, 
the ‘swampy lowlands’ of the caring professions involve more interpersonal areas 
and qualitative issues. These complex ‘lowlands’, according to Schon, tend to 
become ‘confusing messes’ of intuitive action. He thus suggested that, although 
such ‘messes’ tend to be highly relevant in practical terms, they are not easily 
amenable to rigorous analysis because they draw on a type of knowledge- 
in-action — knowledge that is inherent in professional action. It is spontaneous, 
intuitive, tacit and intangible but, it ‘works’ in practice. 

Schon also argued that it is possible to recognize ‘reflection-in-action’, in which 
adjustments to action are made through direct experience. As he put it: 


When someone reflects-in-action, he [sic] becomes a researcher in the practice con- 
text. He is not dependent on the categories of established theory and technique, but 
constructs a new theory of the unique case. He does not keep means and ends 
separate, but defines them interactively as he frames a problematic situation. He 
does not separate thinking from action . . . His experimenting is a kind of action, 


implementation is built into his enquiry. 
(Schon, 1983, p. 68) 


Such ideas have received powerful empirical support in recent years, with the 
sophistication of teachers’ classroom thinking and ‘craft knowledge’ being 
increasingly recognized and understood by both researchers (Elbaz, 1983; 
Calderhead, 1987; 1988; Olson, 1991; Cortazzi, 1990, Reading 5.2; Brown, 
1992 and policy-makers (TTA, 1998, 2000). It is clear that effective teachers 
make use of judgements all the time, as they adapt their teaching to the ever- 
changing learning challenges which their circumstances and pupils present to 
them. In recent years, there has also been much greater recognition of the role 
of intuition in the work of experienced teachers (Atkinson and Claxton, 2000; 
Tomlinson, 1999a, b) and decision-making. Nevertheless, one of the most excit- 
‘ing policy developments of recent years is the way in which forms of evidence- 
informed practice are being encouraged to support continuing professional 
improvement (DfEE, 2001a). 

Educational researchers’ knowledge has also often been criticized. Most of 
this derives from work undertaken by former teachers who have moved into 
academia. It may be based on comparative, historical or philosophical 
research, on empirical study with large samples of classrooms, teachers, pupils 
or schools, on innovative methodologies, or on developing theoretical analyses 
(see Chapter 3, Section 3). Additionally, many researchers regard it as their duty 
to probe, analyse and evaluate — particularly with regard to the impact of policy - 
even though this is not always popular with governments! Whatever its character, 
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such educational research has the potential to complement, contextualize and 
enhance the detailed and practical understandings of practising teachers. 

In recent years, considerable effort has been made to improve the relevance, 
significance and impact of educational research, and to engage with practitioners 
and policy-makers. Indeed, the best work is of very high quality and is an 
important source of ideas and evidence on teaching, learning, policy and practice. 
Over 130 selections of such work are provided in Readings and further advice on 
relevant publications (with regular updates) is offered through RTweb’s Notes 
for Further Reading. For ease of use, this material is organized using the chapter 
headings of the text of this book. 

Politicians’ knowledge of education has also often been criticized — and some 
will feel that this is an understatement! However, governments have a democratic 
mandate and are appropriately concerned to ensure that educational services 
meet national needs. Teachers would thus be unjustified if they ignored the 
views of politicians, though independence, experience, judgement and expertise 
remain the defining characteristics of professionalism. Indeed, where politicians’ 
views appear to be influenced by fashionable whims, media panics or party con- 
siderations rather than established educational needs, then a certain amount of 
‘professional mediation’ may be entirely justified (see Section 2.7). 

Taken as a whole, we strongly advocate attempts to maximize the potential 
for collaboration between teachers, researchers and politicians. For such col- 
laboration to be successful it must be based on a frank appreciation of each 
other’s strengths and weaknesses. While recognizing the danger of unjustified 
generalization, we therefore identify these strengths and weaknesses (see 
Figure 1.6). 

We arrive then, at a position that calls for attempts to draw on the strengths of 
the knowledge of teachers, researchers and politicians or policy-makers. By doing 
this, we may overcome the weaknesses which exist in each position. This is what 
we mean by the statement that reflective teaching should be based on ‘informed 
teacher judgement’. The implied collaborative endeavour underpins this whole 
book. 


Learning with colleagues 


Reflective teaching, professional learning and personal fulfilment are 
enhanced through collaboration and dialogue with colleagues 


The value of engaging in reflective activity is almost always enhanced if it can 
be carried out in association with other colleagues, be they trainees, teaching 
assistants, teachers or tutors. The circumstances in primary schools, with very 
high proportions of contact-time with children, have constrained a great deal o 
such educational discussion in the past — though this is gradually changing yy 
whole-school professional development assumes a greater priority. On teac 
education courses, despite the pressure of curricular requirements, reflec 
together in seminars, tutor groups and workshops, at college or in school, shob lak 
bring valuable opportunities to share and compare, support and advise 
reciprocal ways. 

Wherever and whenever it occurs, collaborative, reflective discussion capital- 
izes on the social nature of learning (Vygotsky, 1978, Reading rh Tee is as 
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significant for adults as it is for chil 
many of the same basic processes. Aim: 


Idren (see Chapter 7) and it works through 
s are thus clarified, experiences are shared, 


language and concepts for analysing practice are refined, the personal insecurities 


of innovation are reduced, eva 
are affirmed. Moreover, openness, 
values and self of individuals into the cu 


luation becomes reciprocal and commitments 
activity and discussion gradually weave the 
Iture and mission of the school or course, 


This can be both personally fulfilling and educationally effective (Kohl, 1986; 
ng Nias, 1989, Reading 5.1). 


|les= = 


=| 


Strengths 


+ 


Weaknesses 


th 


Teachers’ knowledge 


Often practically relevant 
and directly useful 


Often communicated 
effectively to 
practitioners 


Often concerned with 
the wholeness of 
classroom processes 
and experiences 


May be impressionistic and 
can lack rigour 


Usually based in particular 
situations which limits 
generalization 


Analysis is sometimes 
over-influenced by existing 
assumptions 


Researchers’ knowledge 


May be based on careful 
research with large 
samples and reliable 
methods 


Often provides a clear 
and incisive analysis 
when studied 


Often offers novel ways 
of looking at situations 
and issues 


Often uses jargon 
unnecessarily and 
communicates poorly 


Often seems obscure and 
difficult to relate to practical 
issues 


Often fragments 
educational processes and 
experiences 


Politicians’ knowledge 


Ee 


Often responsive to 
issues of public concern 


May have a democratic 
mandate 


May be backed by 
institutional, financial 
and legal resources 


Often over-influenced by 
short-term political 
considerations 


Often reflects party-political 
positions rather than 
educational needs 


Is often imposed and may 
thus lack legitimacy 


Figure 1.7 A comparison of teachers’, researchers’ and politicians’ knowledge 


Recently, when the development of coherence and progression in schoo 


policies and practice have become of enormous importance, collaborative work 
is also a necessity. At one level, it is officially endorsed by the requirement to 
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produce ‘school development plans’, a process which has been seen as ‘empower- 
ing’ (Hargreaves and Hopkins, 1991; see Chapter 17). More detailed work on the 
nature of primary-school cultures and the development of the ‘intelligent school’, 
whilst affirming the enormous value of whole-school staff teams working and 
learning together, has also shown the complexity and fragility of the process 
(MacGilchrist et al., 1997; Southworth et al., Reading 17.2). Beyond schools, 
the development of Networked Learning Communities and other forms of 
web-supported activity are very exciting. Professional, subject and phase- 
based associations, together with the four UK General Teaching Councils, are 
contributing to this. 

Whatever their circumstances though, reflective teachers are likely to benefit 
from working, experimenting, talking, and.reflecting with others. Apart from 
the benefits for learning and professional development, it is usually both more 
interesting and more fun! 


Reflective teaching as creative mediation 


Reflective teaching enables teachers to creatively mediate externally 
developed frameworks for teaching and learning 


The 1990s in England were characterized perhaps more than any other decade 
of the twentieth century by increasingly centralized control of education. Follow- 
ing the Education Reform Act, 1988, this first impacted on the curriculum and 
was quickly followed by national assessment and inspection. There was steady 
critique of pedagogy (e.g. Alexander et al., 1992) and at the end of the decade 
there was a massive change in the scope of teachers’ pedagogic judgement 
through the introduction of the National Literacy Strategy (DfEE, 1998b) and 
National Numeracy Strategy (DfEE, 1999). Such detailed prescription had seldom 
previously occurred in England. Regarding literacy, 15 minutes of text-level work 
at whole-class level was to be followed by 15 minutes of word/sentence-level 
work, then 20 minutes of group work, including independent group activities 
and guided reading or writing, and finally a 10-minute plenary to consolidate 
learning. Echoes of such policies had considerable effect in Wales, but Scotland 
and Northern Ireland managed to retain a larger measure of partnership between 
teachers and policy-makers. Nevertheless, educational provision is being thought 
of in systemic terms all over the world, and there is no doubt that teachers must 
get used to coming to terms with the external requirements which are bound to 
ebb and flow over the period of a career. 

Such developments place a premium on a particular form of reflective activity 
which we call ‘creative mediation’. This involves the interpretation of external 
requirements in the light of a teacher’s understanding of a particular context and 
bearing in mind his or her values and educational principles. For example, some 
teachers may share Frater’s (1999) argument that the National Literacy Strategy 
in England neglects the needs of a substantial population of poor readers. They 
might therefore wish, :through reflective practice, to imaginatively adapt and 
enhance the framework so that it fits more comfortably within their practice. The 
example of the National Literacy Strategy is a good one because it encompasses 
the essence of creative mediation, by showing how external developments and 
requirements are aligned with deeply held professional values. 
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In a study of change in primary education through the 1990s, Osborn et al. 


(2000) identified four different kinds of ‘creative mediation’ (see Reading 1.4). 


© Protective mediation calls for strategies to defend existing practices which are 


greatly valued (such as the desire to maintain an element of spontaneity in 
teaching in the face of assessment pressure). 


© Innovative mediation is concerned with teachers finding strategies to work 
within the spaces and boundaries provided by new requirements — finding 
opportunities to be creative. 


© Collaborative mediation refers to teachers working closely together to provide 
mutual support in satisfying and adapting new requirements. As Osborn 
et al. (2000, p. 78) state: ‘One of the unintended consequences of National 
Curriculum implementation was the unprecedented level of collaboration 
which emerged amongst primary teachers.’ 


© Conspirational mediation involves schools adopting more subversive 
strategies where teachers resist implementing those aspects of external 
requirements that they believe to be particularly inappropriate. 


Such forms of mediation exemplify major strategies in the exercise of professional 
judgement. Clearly they need to be carefully justified. 

See RTweb for links to the General Teaching Councils and supportive pro- 
fessional associations, and also the future discussion in Chapter 8, Section 3.4 
and Chapter 18, Section 3. > 


CONCLUSION 


In this chapter we have considered the spiral of professional development and the 
particular role of reflective teaching in raising standards of teaching. We have 
outlined the seven key characteristics of reflective teaching. 

Some readers may well be wondering if this isn’t all just a bit much to ask. How 
is the time to be found? Isn’t it all ‘common sense’ anyway? Two responses 
may be made. First, it is certainly the case that constantly engaging in reflective 
activities of the sort described in this book would be impossible. The point, 
however, is to use them as learning experiences. Such experiences should lead to 
conclusions which can be applied in new and more routine circumstances. This is 
how professional expertise is actively developed. Second, there is certainly a good 
deal of ‘common sense’ in the process of reflective teaching. However, when 
reflective teaching is used as a means of professional development it is extended 
far beyond this underpinning. The whole activity is much more rigorous — care- 
fully gathered evidence replaces subjective impressions, open-mindedness 
replaces prior expectations, insights from reading or constructive and structured 
critique from colleagues challenge what might previously have been taken for 


granted. ‘Common sense” may well endorse the value of the basic, reflective idea 


but, ironically, one outcome of reflection is often to produce critique and move- 
ment beyond the limitations of comimon-sense thinking. That, in a sense, is the 
whole point, the reason why reflection is a necessary part of professional activity. 
The aim of reflective practice is thus to support a shift from routine actions rooted 
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in common-sense thinking to reflective action stemming from professional 
thinking. , 

Teachers can confidently expect to raise their standards of professional com- 
petence through adopting processes of reflective teaching - and the remainder of 
this book is designed to provide support in that process. 
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For international comparisons of changes in teacher education which track a tightening of 
state control in many countries, see: 


Popkewitz, T. (ed.) (1993) 

Changing Patterns of Power: Social Regulation and Teacher Education Reform in 
Eight Countries. 

New York: State University of New York Press. 


Given the influence of Dewey on reflection in professional life, and the intellectual 
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Education and Democracy: Against the Educational Establishment. 
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Further Reading, illustrative Reflective Activities, useful Web Links and Download 
Facilities for diagrams, figures, checklists, activities. 
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CONCLUSION 


Introduction 


| tba professional standards and competences 5] 


The role of school-based practice in learning how to teach has a very long 
history, and is likely to remain saliant in teacher education. However, the way 
this is prioritized and organized changes over the years. Currently, the English 
TTA specifies that all providers of initial training must: 


Work in partnership with schools and actively involve them in planning and 
delivering ITT, selecting and assessing trainee teachers for Qualified Teacher 
Status. 


Set up partnership agreements which make clear to everyone involved each 
partner’s roles and responsibilities. 


Make sure the partnership works effectively and that the training is coordinated 
and consistent, with continuity across the various contexts in which it takes 
place. 

(TTA, 2002, Requirements for ITT, R3) 


Similar commitments and requirements exist in Northern Ireland, Wales and 
Scotland. For instance, the latter’s guidelines for the approval of initial 
teacher education courses properly insist that: 


Staff in Scottish schools make an essential contribution to the delivery of pro- 
grammes of Initial Teacher Education, including the assessment of student 
teachers. 

(QAA, 2000, Standard for ITE in Scotland, mandatory requirements) 


INTRODUCTION 


Mentoring is a means of providing support, challenge and extension of the 
learning of one person through the guidance of another who is more skilled, 
= knowledgeable and experienced, particularly in relation to the context in which 
the learning is taking place. This chapter addresses mentoring in initial teacher 
education and is written partly for mentors and partly for trainee teachers. 
Chapter 17 supports mentoring for newly qualified teachers and during the early 
years of professional development. 

* The importance of mentoring in modern initial teacher education reflects three 
trends. First, there is the growing professional recognition and understanding of 
the complexity of teachers’ capabilities and of the need to study, practise and 
develop these within real school contexts. Second, the high proportion of time on 
initial training courses now spent in school-based training makes mentoring an 
absolutely key process in the development of high professional standards and the 
transfer of knowledge from one generation of teachers to the next. Third, there is 
a significant development, particularly in England, in the form of more flexible 
and employment-based routes into teaching. School-based mentoring will be a 
very important feature of such provision. 

Mentoring, and being guided by a’‘mentor, provides excellent opportunities for 
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the development of teaching skills and reflective understanding, both within sub- 
jects and more generically. After all, that is the essential rationale for establishing 
a relationship between a trainee and an experienced teacher. This stands whether 
or not it is underpinned by a conventional ‘partnership’ arrangement between 
a school and a higher education institution, or is associated with a Training 
School’s provision, School-Centred Initial Teacher Training or any other 
employment-based route into teaching. It stands whether access to training is 
full-time or part-time, BEd or PGCE, fast-track, established or ‘flexible’. What- 
ever the route or form of training, there is a clear pattern in which increasing 
responsibility for mentoring students is being taken on a whole-school basis, with 
subject specialists and senior management supplementing the more continuous 
support of a class-based mentor. 

In a sense then, as Edwards and Collison (1996, Reading 2.2) argued, trainee 
teachers join a community of existing practices, and mentoring activity can also 
be seen as contributing to the dynamics of a developing school. The learning of 
trainees is not just personal therefore, though this aspect is clearly vital, but it also 
refects and contributes to the'culture of the school itself. As they put it: 


We recognise a constant and creative interaction between learners and contexts. The 
meanings of teaching and learning are constantly created, negotiated and tested by 
those who are acting and learning in those contexts. 

(Edwards and Collison, 1996, p. 7) 


Agreement about roles and relationships within such arrangements is obviously 
crucial if their benefits are to be maximized, and this is true for teacher mentors, 
trainee teachers and, where appropriate, higher education tutors. If the roles are 
clear, then the learning potential of such situations is very considerable. 

The role of the student is certainly the most important — and we will direct this 
text to you, the trainee-teacher reader, at this point. Your approach to the new 
challenges you will meet is crucial. We might identify three dimensions of the 
role as you begin to enter the school community and develop as a professional. 
First, you need to present and organize yourself so that you become accepted 
within the school. This means being sensitive to customs and practices. Second, 
you need to be receptive to the efforts which your mentor(s) and tutor make and 
be willing to develop a constructive relationship with them. Remember that being 
challenged by a mentor is an opportunity to learn — rather than an attack - 
though you should certainly feel able to enter into dialogue with them. Third, it 
is vital that you adopt an active, professional approach to the development of 
skills and understanding, and that that advice is received openly. You can also 
contribute a great deal to any necessary assessment phase, through the quality of 
your self-evaluation activities. 

The role of the mentor has been usefully analysed by Sampson and Yeomans 
(1994, Reading 2.1). They suggest that it has three dimensions. These are 
structural - working across the school as planner, organizer, negotiator, inductor 
for the student placement; supportive - working with the student as host, friend 
and counsellor; professional — working with the student.as trainer, educator and 
assessor. Recent developments in mentoring put further emphasis on providing 
analysis of performance, both generically and in relation to particular subjects, 
and in offering both advice and challenge. The further professionalization 
of Teaching Assistants adds a new dimension to mentoring. In 2003, the TTA 
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published standards for Higher Level Teaching Assistants in England (HLTAs). 
These standards are similar to those for the award of Qualified Teacher Status 
(QTS). Whilst a mentoring role is not specifically identified in the standards, it is 
possible to envisage a situation where HLTAs have a role in introducing student 
teachers to the role of Teaching Assistants within the classroom. 

The role of a tutor from a higher education institution, if the training route 
provides for this support, can also be seen in terms of these three dimensions. 
Structurally, he or she would often have established relationships with ‘link’ or 
‘partnership’ schools, so that the placement could be negotiated smoothly. The 
tutor would then facilitate and support the relationship between the student and 
mentor as it develops, so that the potential benefits of that learning relation- 
ship are forthcoming. Professionally, the tutor would expect to contribute to the 
educational process by offering comparative experience and knowledge from 
reading and research. In the assessment phase he or she must draw on their 
comparative judgement and may be able to enhance consistency of judgement 
across schools. There are interesting differences across the UK regarding the role 
of higher education tutors in school-based elements of teacher education. 
Broadly, this is stronger at present in Wales, Scotland and Northern Ireland than 
it is in England. 

See RTweb for links to General Teaching Councils (GTCs) in each part of the 
UK. 


LEARNING THROUGH MENTORING 


If roles, relationships and channels for communication are established and open, 
then the potential for constructive professional learning is considerable. Focusing 
specifically on this, Peter Tomlinson (1995) has provided a very useful summary 
of four major forms of student learning activity and mentoring assistance, and 
these are set out in Figure 2.1. 

This is an exciting agenda in which the mentor provides support at each stage 
of the teaching cycle (see Figure 1.5). Indeed, in many ways the mentor-student 
relationship is very close to that which is discussed in relation to social con- 
structivist models of learning (see Chapter 7, Section 1.3). Thus the mentor 
‘assists the performance’ and “scaffolds the understanding’ of the student learner, 
as he or she constructs his or her own skills and understanding in the class- 
room context. Initially then, as a trainee, you may need direct support by expla- 
nation, modelling and guidance with the analysis of issues and with evaluation. 
Gradually, however, you will become sufficiently confident to teach more 
independently. Greater challenges will be faced (larger groups, longer teaching 
sessions, more complex teaching aims) and you will begin to monitor your 
performance more independently. Collaborative teaching will reinforce these 
emergent skills and understandings as you get more experience. ; ; 

The mentor is thus uniquely placed to offer support and challenge in Tomlin- 
son’s first three ways (learning from others, learning from their own teaching, 
collaborating with others). Where available, tutors from higher education institu- 
tions are likely to be able to make a particular contribution to the fourth element 
of exploring key concepts, broader issues and recent research. 
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1. Assisting students to learn from other people teaching by: 
explaining the planning 
guiding observation of the action 
modelling and prompting monitoring 
modelling and prompting reflection. 


2. Assisting students to learn through their own teaching activities by: 
assisting their planning 
supporting their teaching activity 
assisting monitoring and feedback 
assisting analysis and reflection. 


3. Progressively collaborative teaching involving: 
progressive joint planning 
teaching as a learning team 
mutual monitoring 
joint analysis and reflection. 


4. Exploring.central ideas and broader issues through: 
direct research on pupil, colleague, school and system contexts 


reading and other inputs on teaching and background issues 
organized discussion on these topics. 


Figure 2.1 Major forms of student learning activity and mentoring assistance 
(Tomlinson, 1995) 


PROFESSIONAL DEVELOPMENT TOGETHER 


Common stages of student learning 


Effective mentoring involves the use of professional skills, such as those reviewed 
above, in appropriate responses to the changing learning needs of students. But 
what do we know about the way in which trainee teachers may develop? 

An examination of research literature on the process of learning to teach 
confirms the common-sense observation that trainees typically go through a 
number of distinct stages of development, each with its own focal concerns. 
Maynard and Furlong (1993) argued that these concerns can be grouped under 
the following headings: early idealism; survival; recognizing difficulties; hitting 
the plateau; and moving on. Of course, things may turn out differently, but this is 
a useful progression to reflect upon! 


Early idealism 

Before training begins, new student teachers are often highly idealistic about 
teaching. For many, this involves wanting to identify closely with the pupils and 
their needs and interests. This identification with the pupils is hardly surprising, 
since, for the vast majority of students in training, their only experience of the 
teaching process has been as pupils themselves. Such commitments are highly 
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commendable, and may continue to underpin professional values for many years. 
However, once trainee teachers enter the classroom, such idealism can fade very 
quickly. 


Survival 

The first days and weeks in the classroom are often extremely challenging for 
students both professionally and personally. A common complaint is that it is 
difficult to ‘see’ what is really going on. Indeed, it is often hard to disentangle the 
complexities of teaching and to understand the processes involved. Either things 
appear to be straightforward — something that anyone can do — or they seem. 
overwhelming in their complexity. In the early stages of school experience, time 
is often given for trainees to observe classroom practice. However, as Calderhead 
(1988) and (Doyle, 1977, Reading 11.1) confirm, this contact is often under- 
valued because interpretation of classroom noise and movement is difficult, 
and the significance of teacher actions may not be clear. In a nutshell, it is 
simply hard to know what it is one is supposed to be looking at and why! It is no 
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wonder that at this stage students often go in search of ‘quick fixes’ and ‘hints and 
tips’ (Eisenhart, Behm and Riomagnano, 1991). Learning how to observe an 
experienced teacher and how to understand the different skills that he or she is 
using is thus an achievement in itself. It is something that students need to be 
supported in doing. In particular, one must allow time and avoid panic of any 
sort — things will eventually fall into place. 

Another important feature of early classroom experiences is that trainees fre- 
quently become obsessed with their own survival; ‘fitting in’ and establishing 
themselves as a ‘teacher’ often become major, issues for them. Rather than 
wanting to identify closely with the pupils, they become dominated by their 
concern to ‘manage’ them. However, if achieving classroom management and 
control becomes the overriding concern, then teaching and learning activities 
begin to be judged almost entirely in terms of whether they contribute to 
achieving that end. Maynard and Furlong suggest that trainees are often per- 


ik sonally very stressed by this early period of learning to teach, In particular, many 
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find it hard to come to terms with themselves as authority figures. They have to 
get used to a new persona, ‘me-as-teacher’ (see Chapter 5, Section 1) and for 
some, it is not a character they particularly like. As a consequence it is not 
uncommon for students to go through a period of resenting the pupils for forcing 
them to be more authoritarian than they really want to be. 


Recognizing difficulties 

Fortunately the confusion and challenges brought about by the first taste of 
teaching do not, in most cases, last more than a week or so. Slowly, the ‘survival’ 
stage gives way to a period where trainees can at least start to disentangle some of 
the complexities involved in teaching. They begin to identify some of the difficul- 
ties they face in learning to teach. However, this recognition brings its own pres- 
sures and they can be overwhelmed by the complexity of it all. As a result, despite 
assurances from teachers and tutors and attempts to help them view this as a 
‘learning experience’, the dominant concern for most students at this early stage 
is, ‘Will I pass?’, ‘Will I satisfy the standards?’ In this circumstance, a common 
reaction is for trainees to try to replicate or mimic other teachers’ behaviour. They 
develop an apparent competence by focusing on teaching strategies and class- 
room organization, ‘acting’ like a teacher without necessarily understanding the 
underlying purpose or implications of those actions. 


Hitting the plateau 

Eventually, most trainees do manage to at least ‘act’ like a teacher; they learn how 
to control the class and engage the pupils in some purposeful activity. However, 
Maynard and Furlong suggest that once students have achieved this level of 
competence, they may stop developing — they can ‘hit a plateau’. After all, if we 
find a way of teaching that ‘works’ and offers security, there is certainly an 
incentive to stick to it! The challenge is then for school mentors to move the 
trainee on from ‘acting like a teacher’ towards ‘thinking like a teacher’. We would 
suggest that the difference between these two states is that experienced teachers 
devote most of their attention to thinking about their pupils’ learning rather than 
focusing on their own ‘performance’. In other words, they are competent and 
confident enough to be able to ‘de-centre’ from themselves to the pupils. Evidence 
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suggests that, in developing in this way, students benefit greatly from external 
support and some progressive development of practical teaching skills. 


Moving on 

There is one further stage of learning to teach and that involves the development 
of the trainee as a ‘reflective practitioner’ — a concept which was explored in 
Chapter 1 and to which this book contributes. To teach in this way is an 
appropriate ambition, at any stage of a professional career, and a programme of 
initial teacher training can lay foundations. Nevertheless it is clear that, as we 
gain in confidence, we are capable of taking more responsibility for our own 
professional development, for broadening our repertoire of teaching strategies, 
deepening our understanding of the complexities of teaching and learning, and 
for considering the social, moral and political dimensions of educational practice. 
We are also in a better frame of mind to think seriously about subject knowledge. 
Mentors and higher education tutors, working collaboratively, are well placed to 
help students analyse and reflect on their own teaching. 


Mentoring each stage of student learning 


Mentoring should be developmental so that trainees are supported through the 
different stages of learning to teach. However, it is important to emphasize that, 
in arguing for a developmental approach, we are not suggesting that mentors 
should simply provide whatever support they are asked for. Indéed, there will 
be times when mentors will need to be more assertive in their interventions, 
providing students with what it is judged that they ‘need’, even when this may not 
be what they immediately ‘want’. However, in essence, mentoring is no different 
from any other form of teaching and it is necessary to start from where the 
learners are and take typical patterns of development into account. 

Following Furlong et al. (1994), we outline a number of different stages of 
mentoring (see also Maynard, 2001, Reading 2.3). In each stage we can identify 
different learning priorities for the trainee and a different ‘role’ for the mentor in 
supporting those learning needs. We also suggest a number of key mentoring 
strategies. The development of any one student will be much more complex 
than a simple stage model implies; they will develop at their own rate and will 
need to revisit issues because they have forgotten them or wish to relearn them 
in a different context or at a deeper level. We therefore intend these stages of 
mentoring to be considered flexibly and with sensitivity. In fact it is probably 
more appropriate to think of each stage as cumulative rather than discrete. As 
students develop, mentors will need to employ more and more strategies from the 
repertoire that we set out. 

A summary of a developmental model of mentoring adapted from Furlong | 
et al. (1994) is.set out in Figure 2.2. 


Beginning teaching 

As we indicated earlier, when trainees first begin the process of learning to teach, 
they often have two particular leafhing needs. They need to learn how to ‘see’ - to 
disentangle and identify some of the complexities of the teaching process. In 
particular, they are most concerned to discover how teachers achieve effective 
control within the classroom. 
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focused on trainee, structured supervision 
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feedback 
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Figure 2.2 A developmental model of mentoring 


In developing an understanding of how to achieve classroom control, trainees 

face two particular difficulties. The first is that teachers often find it extremely 
difficult to explain how it is they achieve discipline and order. To an experienced 
teacher, classroom management is such a ‘natural’ process that it is difficult to 
discuss it in isolation from other aspects of teaching. The second difficulty is that 
by the time that the student arrives in school, usually part way through the 
year, teachers have already established relationships with their pupils. Much of 
the ‘work’ that goes into achieving order takes place at the beginning of the 
school year and thereafter is simply understood by teacher and pupils alike (see 
Chapter 6 on establishing relationships). By the time trainees arrive, many of the 
teacher’s management strategies may be almost ‘invisible’. 
_ Because much of what the student most wants to learn may be tacit, and 
invisible to the untutored eye, we would suggest the focus for students in the 
earliest stages of learning to teach must necessarily be on the rules, routines and 
rituals of the classroom. By observing and copying these ‘ready-made’ strategies, 
trainees can more quickly come to participate in the classroom and begin to ‘act’ 
like a teacher. 

At this stage, students can best be helped to make sense of the classroom 
and understand its rules, rituals and routines by observing and teaching col- 
laboratively alongside their mentor. By setting up focused observations and 
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collaborative teaching, the mentor acts as a model for the trainees; interpreting 
events, guiding their observation, drawing their attention to what they are 
doing and why, and to the significance of what is happening in the classroom. 
Collaborative teaching also allows the trainee to begin to engage in substantive 
‘teaching’, while the teacher, rather than the student, remains responsible for 
classroom management and control. 


Supervised teaching 

Once trainee teachers have gained some insight into the rules, routines and rituals 
of the classroom and, through carefully supported collaborative work, have 
themselves had some experience of teaching, then they will be ready for a more 
systematic and structured approach to training. As we indicated above, 
during this second phase of their teaching experience, trainees are likely to be 
mostly concerned with developing their own ‘performance’ as teachers. Their 
aim will be to achieve greater and greater control over the teaching and 
learning process. An important element of this will be developing more con- 
fidence with subject knowledge — and in particular the ways in which knowledge 
can be taught effectively. We suggest that this development can be supported 
best if the class mentor (and subject mentor(s), if appropriate) explicitly develop a 
formal ‘training’ role, focusing directly on the standards or competences of 
teaching. 

In reality of course, teaching cannot be fully characterized as a series of discrete 
competences or standards because the whole is always more than the sum of 
the parts. Thus, to extract one particular element from a complex process like 
teaching is necessarily artificial. Nevertheless, to simplify the complexity for 
training purposes, there are benefits in mentors focusing on specific teaching 
competences in a structured way. 

As part of their systematic training, students will continue to need to observe 
and investigate classroom practices, though now their focus might benefit by 
being even more tightly geared to issues which have been identified for further 
development. The Reflective Activities in this book should provide many ideas 
for worthwhile activities. In addition, we would suggest that mentors and tutors 
provide similarly focused observation and feedback on specific teaching 
competences. 

In terms of the content of training, the broad focus is provided by ‘official’ 
standards and competences which may be set by a government or national 
agency. In this book, we have highlighted these at the front of each chapter, and 
also drawn attention to differences in emphasis in different parts of the United 
Kingdom. The degree of specificity of guidance the mentor and tutor need’ to 
give the trainee will vary depending on the stage of the student’s development 
and their success in managing the particular competence successfully. The more 
difficulty a trainee has, the more helpful it is for the mentor and tutor to give 
specific guidance. 


From teaching to learning 

Once trainees have gained sufficient confidence in classroom management and 
control in order to ‘act’ like a teacher, then they are able to turn their attention 
away from their own performance, and look more deeply at the content of their 


http://www.ttweb.info 37 


2 Learning through Mentoring in Initial Teacher Education 


lessons in terms of what their pupils are actually learning. As we saw earlier, 
Furlong et al. (1994) called this process ‘de-centring’. ‘aa 

Developing the ability to de-centre, to reassess one’s teaching in terms of 
pupils’ learning rather than one’s own performance, is a vitally important part of 
becoming an effective teacher. However, experience shows that trainees often fail 
to move on in this way unless they are given some direct help. They may be 
satisfied with having established a particular formula for teaching which keeps 
the children’quiet and occupied, but then fail to look critically at what learning is 
taking place. This is understandable, but it is not good enough. 

Students who find difficulty in moving on to consider pupils’ learning often 
embody two basic misconceptions. First, they may hold views that are not 
supportive of the need for further development to focus on pupil learning itself. 
For example, they may believe that teaching is simply about the transmission of 
knowledge and the accumulation of factual information; that school learning 
is ‘discrete’ and separate from learning going on eisewhere in pupils’ lives; that 
giving correct answers denotes understanding. Until these sorts of beliefs have 
been challenged and trainee teachers have begun to recognize the complexities 
involved in teaching and learning (see Chapters 4 to 15), they will not be open to 
developing a more appropriate approach to planning for pupils’ learning over 
time. 

A second difficulty may be that the student actually has insufficient confidence 

ae i? classroom management and control (see Chapter 11). An appreciation of how 
pupils learn also demands a willingness to experiment with different strategies of 
classroom organization (see Chapter 10). In particular, it demands that pupils 
take an active role in their learning and, when appropriate, to participate in 
investigation and enquiry. For some trainee teachers, especially those who have 
only a tentative hold on classroom control, this may appear very threatening. 
How much easier to keep pupils sitting in their places and have their attention 

focused on you! 

Trainees have to come to realize that effective classroom control is attained 
gripes through working with young pupils through well-matched activities 
that: 


© address pupils’ needs and interests 
© take account of how pupils learn 
© are supportive of pupils’ developing understanding of the subject area. 


The development of a fuller understanding of effective teaching is often a slow 
and difficult process for students. In particular, understanding of how pupils 
learn, and the appropriate role of a teacher in supporting them, takes years to 
develop. [ 

If trainees are to moye on to develop a more realistic understanding of the 
processes involved in effective teaching, they need to be encouraged to look 
critically at the teaching procedures they have established and to evaluate their 
effectiveness. The Reflective Activities in this book will help in this, but students 
will certainly need the consistent support and advice of their mentor. Careful 
collaboration between the two is essential at this point and the task for the 
mentor and the tutor is particularly challenging at this stage of the student’s 
development. Furlong et- al. (1994) characterize the role as providing ‘critical 
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friendship’ through which the trainee is challenged to re-examine their teaching, 
while at the same time is offered practical support, encouragement and personal 
affirmation. 


Reflective teaching 

As we indicated above, there is one further stage of trainee development that 
needs to be considered and that is their development as reflective practitioners. 
We would suggest that the focus for student learning in this final stage of develop- 
ment should include: 


© broadening the trainee’s repertoire of teaching strategies 


© encouraging the trainee to take more responsibility for their own professional 
development 


© deepening their understanding of the complexities involved in teaching and 
learning, including its social, moral and political dimensions. 


As the student begins to acquire greater skill and knowledge and develop a more 
appropriate and realistic understanding of the nature of teaching, so the mentor 
and the tutor should begin to modify their role yet again. While there will still 
be times when they need to act as ‘model’, ‘trainer’ or ‘critical friend’, they should 
also develop the role of ‘co-enquirer’. As co-enquirers, mentors and trainees 
will develop a more open and equal relationship, spending more time working 
as equal professionals. Such a relationship has the advantage of encouraging 
students to take greater responsibility for their own learning and allows trainee, 
mentor and tutor to address some of the complexities of teaching in a spirit of 
more open enquiry. 

However, its most valuable role is in providing a framework for mentor and ' 
trainee to discuss planning and teaching at a more fundamental level than before. 
No longer should mentors present themselves as an authority, knowing the ‘right’ 
answers. Rather, through discussion of their planning and teaching, mentors 
should attempt to ‘open up’ their work and invite questioning. This can be 
achieved by, for example: 
© focusing on the complexity of thinking underlying professional decisions 
© exposing the moral, practical and other dilemmas underlying professional 

decisions 
© evaluating the social and educational consequences of particular professional 

decisions 
© discussing the social, institutional and political contexts in which professional 
decisions have to be made. 
It is by participating in such open, professional discussions in relation to their 
own practice that students can be encouraged to confront the complexities of 
teaching more deeply. From their initial beginning on the periphery of school life, 
the trainee should feel drawn into the culture of the school and should feel able to, 
make a worthwhile contribution to its development. 
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3. CONCLUSION 


his chapter we have reviewed the key role of mentoring in modern teacher 
Se ing skills. Additionally, we 


education and drawn attention to important mentor! 
have reviewed characteristic ways in which the competence and self-confidence of 
ways in which mentors might 


trainee teachers often develops, and considered the i i ! 
her discussion of these issues, 


offer, challenge and support progress made. For furthe! 
see Maynard, 2001, Reading 2.3; and Moyles, Suschitzky and Chapman, 1998, 


Reading 16.4. 
‘As the chapter makes clear, becoming a : } 
ioe be challenging, but it is made considerably easier with appropriate support from 
‘mentors and tutors working together in a learning-oriented school. Chapter 16 
issues in respect of the induction of newly qualified 


‘reflective teacher’ is almost bound to 


continues discussion of such 
teachers. 


Key readings 

Recent approaches to teacher education and training are premised on large proportions 
of school-based initial teacher education. Whilst many courses remain founded on 
close partnerships between higher education institutions and schools, mentoring on 
employment-based routes is likely to be even more significant. 

An important influence on this approach to teacher education came from a project 
coordinated from the University of Oxford, centred on the development of school-based 
partnerships. An excellent overview of this work is provided by: 


McIntyre, D, and Hagger, H. (eds) (1996) 
Mentors in Schools: Developing the Profession of Teaching. 


London: David Fulton. 


Of course, the actual learning and development of trainees is at the heart of the mentoring 
process — hence the emphasis in this chapter. The best study of this remains: 


Furlong, J. and Maynard, T. (1995) 
Mentoring Student Teachers: The Growth of Professional Knowledge. 
London: Routledge. ual see also Reading 2.3 


An excellent analysis of effective mentoring in primary schools comes from Edwards and 
Collison. Their book locates mentoring within a clear understanding of primary school 
cultures and the communities of professional practice within them. This is combined with 
practical advice. 


Edwards, A. and Collison, J. (1996) 
Mentoring and Developing Practice in Primary Schools: Supporting Student Teacher 


Learning in Schools. 
Buckingham: Open University Press. ing Reading 2.2 


pi explicit analysis of mentoring in the context of the development of reflection comes 
‘om: 


Tomlinson, P. (1995) 
Understanding Mentoring: Reflective Strategies for School-based Teacher Preparation. 
Buckingham: Open University, Press. 
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For a light-hearted fictional account of the trials and tribulations of mentors and mentees 
in school-based teacher education, see: 


Campbell, A. and Kane, I. (1998) 
School-based Teacher Education: Tales from a Fictional Primary School. 


London: David Fulton. 
Good books on mentoring skills are: 


Caroll, C. and Simco. N. (2001) 

Succeeding as an Induction Tutor. 

Exeter: Learning Matters. 

Moyles, J., Suschitzky, W. and Chapman, L. (1998) 

Teaching Fledglings to Fly? Mentoring and Support Systems in Primary Schools. 
London: Association of Teachers and Lecturers. 

Stephens, P. (1996) 

Essential Mentoring Skills: A Practical Handbook for School-based Educators. 
Cheltenham: Stanley Thomas. 

Fish, D. (1995) 

Quality Mentoring for Student Teachers. 

London: David Fulton. { 
Field, B. and Field, T. (eds) (1994) 

Teachers as Mentors: A Practical Guide. 

London: Falmer. 

Yeomans, R. and Sampson, T. (eds) (1994) 

Mentorship in the Primary School. 

London: Falmer Press. 

Maynard, T. (ed.) (1997) 

An Introduction to Primary Mentoring. 

London, Cassell. 


Part 2 of this book provides an enormous bank of resources to support mentoring. There 
are comprehensive reviews of important issues, Reflective Activities to try, and notes on 
Key Readings, all of which can be selectively used to meet particular needs and support 
professional development. Additionally, the complementary book Readings for Reflective 


Teaching offers further resources. 


Readings for Reflective Teaching (the companion volume) also offers other closely associ- 
ated work on the issues raised in this chapter. This includes work by authors such as: 


John Sampson, Robin Yeomans, Anne Edwards, Jill Collison and Trisha Maynard. 


RTweb offers additional professional resources for this chapter. These may include 
Further Reading, Reflective Activities, useful Web Links and Download Facilities for 
diagrams, figures, checklists, activities. 
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Introduction 


Enhancing professional standards and competences 


Developing an enquiring mind, research awareness and evidence-informed 
classroom practices can significantly enhance professionalism and the quality 
of provision at every stage of a teacher’s career. This is recognized in national 
requirements. For example, at the time of writing, in Wales the standards for 
QTS state that trainees must: 


Understand the need to take responsibility for thei? own professional develop- 
ment and to keep up to date with research and developments in pedagogy and in 
the subjects they teach. 

(Welsh Office, Standards for the Award of QTS, standard D: e) 


In England, new teachers are required to uphold the professional code of the 
General Teaching Council by demonstrating that they: 


are able to improve their own teaching, by evaluating it, learning from the 
effective practice of others and from evidence. 
(TTA, 2002, Standards for the Award of QTS, standard 1.7) 


It is thus important to be able to conduct small-scale enquiries, and to under- 
stand and evaluate other evidence and research which might support improve- 
ment. In Northern Ireland, the General Teaching Council is supporting 
teachers’ use of research because it believes that: 


professional spirit is about sustaining that intellectual curiosity which charac- 

terises the true teacher. Teachers all sHare a desire to understand more clearly, 

to reflect purposively on teaching and to share those understanding and insights 
with others, 

(General Teaching Council Northern Ireland, 2004, 

Research Page, www.gtcni.org.uk/research) 


In Scotland, similar capabilities are required. For example, students must: 


know how to draw on evidence in making decisions about professional practice 
(and) how to engage appropriately in professional enquiry and action research. 
(QAA, Standard for ITE in Scotland, 2000, Benchmark 2.4) 


INTRODUCTION 


The model of a reflective teacher, as outlined in Chapter 1, suggests that critical 
reflection and systematic investigation of our own practice should become 
an integral part of our daily classroom lives. This was the central idea of the 
great educationalist, Lawrence Stenhouse (1975, Reading 3.1; see also Pring, 
- 2000, Reading 3.2). In some countries, such ideas have been developed in new 
directions, and now receive explicit, national endorsement. The four General 
Teaching Councils of the UK each emphasize the role of research in enhanc- 
ing professional practice. In England the government has endorsed evidence- 
informed reflection as contributing to continuing professional development and 
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the improvement of standards of teaching and learning (DfEE, 2001a; TTA, 
1999, Reading 3.3). Further, the collection of classroom evidence has become a 

ng! crucial element in the measurement of teaching performance for qualification, 
threshold and salary purposes. 

With this increasing attention on the improvement and measurement of 
teaching performance, more and more teachers have begun to gather evidence 
about both classroom practices and pupil learning (McNamara, 2002). However, 
if such evidence is to be objective, valid and reliable, then an appreciation of 
the major. issues involved in research and some knowledge of the main forms 
of enquiry and techniques available are essential. This chapter has been written 
as a simple introduction to such matters, and it does not aim to provide full 
guidance on technical aspects of research methods. Readers are strongly advised 
to follow up issues and techniques in which they may be particularly interested 
via Key Readings at the end of the chapter or Notes for Further Reading on 
RTweb. Links to various research organizations can also be found there. 

Turning to the work of professional researchers, the chapter offers an intro- 
duction to five distinct approaches — each of which illuminates the world in 
powerful and interesting ways. When consulting such work, it is helpful to have a 
basic understanding of the theoretical perspectives from which they derive, and 
Section 4 of the chapter will help in this. 


1. REVIEWING EVIDENCE OF PERFORMANCE 


In many countries, there has been a massive increase in the quality and quantity 
of statistical and other information gathered by government agencies. Where this 
is significant, as in the English education system, many professional enquiries 
are likely to be stimulated by such data. However, all data must be carefully 
interpreted, and those from official sources are no exception. 

In England, a great deal of information is produced by the Office for Standards 
in Education (OFSTED). This derives from three main sources. The first is con- 
cerned with inspection evidence that is generated from an OFSTED inspection of 
a particular school. All inspection reports contain quantitative and qualitative 
data concerning the performance of particular schools and these reports are 
available to the public and can be found on the internet. The second concerns the 
annual Performance and Assessment (PANDA) reports which are published for 
each individual school and contain comparative information about the per- 
formance of that school in relation to national statistics concerning performance 
of pupils on national curriculum tests, attendance data and the annual schools’ 
census data. Thirdly, and of more general application, OFSTED publish a range 
of national performance indicators, particularly concerning pupil performance 
on National Curriculum Tests. Longitudinal data for each pupil, year by year, is 
also becoming available in’ England from the Pupil Achievement Tracker (PAT). 
In evaluating the impact of this kind of information, it is perhaps significant that 
in recent years primary education has experienced a league table culture, where 
tables of schools’ performance, particularly in relation to tests and examinations, 
are published in local newspapers. It is also significant that, in the standards for 
the award of QTS identified in the TTA Standards, there is a clear requirement 
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for this kind of data to be used in the development of pupil performance. For 
instance, it is suggested that all to be awarded QTS must ‘understand how 
national, local, comparative and school data including national curriculum test 
data, where applicable, can be used to set clear targets for pupils’ achievements’ 
(DfEE, 1998). 

Such information, offering performance measures, value-added analyses, 
benchmarking and local, national and international comparisons, is a very power- 
ful factor in improving the measured educational performance of pupils, teachers, 
schools and LEAs. It should be used as such and acknowledged for its strength in 
posing challenging questions. 

However, reflective teachers will also want to consider if such measurements 
offer valid representations of everything that is worthwhile and valuable in 
education. Do they, for instance, satisfactorily embrace all aspects of children’s 
development, or of creativity and the arts? Are there measures of significant 
motivational issues such as learning disposition, or attitudes to lifelong learning? 
How do they account for innovation, or processes of transition over time? 
Additionally, it is important to note that the way in which information is repre- 
sented can impact on priorities. In fact, neither information itself, nor the way 
it is presented, can be regarded as being neutral. It does affect our perception 
of ‘reality’. Thus, whilst using information on pupil, class or school performance 
as important sources of evidence, it is vital to remain aware of its strengths and 
weaknesses. 

Other, more collegial, forms of performance evidence are also available within 
schools, particularly in those with a strong learning culture (see Chapter 17, 
Section 1.1) or where staff support and mentor each other effectively (see 
Chapters 2 and 16). Insights into one’s practice are particularly powerful when 
they come from those whom one respects, so that critical friendships, mentoring 
processes, performance reviews or even the outcome of school-based self- 
evaluation can each be an effective stimulus for further classroom enquiry. 


ISSUES IN PLANNING CLASSROOM ENQUIRY 


Before any research can begin there are general decisions to be taken concerning 
the overall design of the study. The most significant of these design issues will be 


discussed below. 


Which facet of classroom life should be investigated and why? 


Whilst pupil-performance evidence may suggest particular strengths and weak- 
nesses, identifying the key issues for investigation is sometimes a problem’ in 
itself. Dillon (1983) offered.a threefold categorization of the kinds of problems 
that might be explored: existing problems which we can already recognize; 
emergent problems which we discover in our initial investigations; and potential 
problems which we anticipate might develop if we took a particular course of 
action. The issue chosen for investigation may emerge from any of these three 


types of problem. 
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What evidence to collect and how? 


These decisions are extremely important, for getting them wrong can easily lead 
to unintended distortion of findings. First, there is the question of what data to 
collect. The sample should be appropriate in focus and quantity to represent the 
range of events, pupils or phenomena that are to be studied. Additionally, data 
should be selected which are as valid as possible as indicators of what it is we 
really want to study. Judgements about which data to collect are thus crucial, but 
there is then a further challenge to collect data in a consistent and reliable way. 

These three issues — sampling, validity and reliability - keep professional 
researchers worrying away throughout any programme of research, and reflective 
teachers should be just as aware. The harsh reality however is that what we 
choose to collect and the way we chose to collect it will directly affect what 
we find. It will therefore influence our understanding of the situation. One way 
of limiting this problem is to use several methods so that data on a single issue 
can be collected in several ways. This is known as ‘methodological triangulation’, 
However, our choice must, to a certain extent, be determined by what is feasible, 
given the time we can set aside to collect data and the time we can spend 
analysing it. 


How can we analyse, interpret and apply the findings? 


The basic strategy is to look for patterns, for places where regularities and 
irregularities occur. In order to do this, the data have to be sorted using various 
sets of criteria. All patterns of frequencies, sequences and distributions of activity 
are likely to be of interest. In addition, it is also important to look for spaces and 
omissions — where something does not occur which might have been expected. 
Where examples of co-occurrence exist, they can be misinterpreted as implying a 
cause-effect relationship. Such judgements should be viewed with caution until 
further data reinforce the pattern. 


The important question of interpreting findings leads us into the issue of the 
relationships between research and the theoretical explanations to which it can 
lead. Such theorizing is an integral part of reflective teaching because it represents 
an attempt to make sense of data and experience. It is an opportunity to develop 
creative insights and an occasion to consider any discrepancies between ‘what is’ 
and ‘what ought to be’. In a sense, we are all theorists in our everyday lives in 
the ways in which we develop hunches and use our intuition. This might be a 
starting-point, but as reflective teachers we would need to go further. In par- 
ticular, we would want to generate theory relatively systematically and con- 
sciously. One way of doing this is to engage in a continuous process of data 
collection, classification and analysis of our own practice. This could be extended 
by making che process more public, through the involvement of colleagues as 
‘critical friends’ at interim points. The ‘theory’ which emerges is likely to be 
professionally relevant and may also offer insights with regard to other cases. 
This kind of theory resembles what Glaser and Strauss (1967) refer to as 
‘grounded’ in that it is developed from and grounded in our own experiences. 
Such theorizing is particularly important for conceptualizing teaching and 
learning processes and for developing a language with which they can be 
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discussed and refined. Indeed it has been argued that the lack of such an 
appropriate conceptual vocabulary has been a serious constraint on professional 
development (Hargreaves, 1978b). However, it is to be hoped that discussion and 
critique of models, such as the Hay McBer (see Chapter 1), will gradually lead to 
the development of a robust professional language for teaching and learning. 
Perhaps such language will be echoed in national frameworks for curriculum, 
pedagogy, assessment and accountability. 

For the most part then, teachers are likely to be concerned directly with 
improving specific aspects of their practice. This calls for the use of a range of 
techniques for gathering data, which we will now review. 


TECHNIQUES OF ENQUIRY 


For many teachers, it is difficult to collect the information we need to make 
necessary day-to-day decisions and judgements, much less the information 
needed for anything more systematic. Our usual impressionistic data are collected 
sporadically and are often incomplete. They are selective and are probably based 
on what we have found in the past to be useful (one of the reasons it is so difficult 
to break out of old habits). They also tend to be subjective, because we have so 
few chances of discussion to help us to see things from any other viewpoints. 
However, if we could manage it, the most helpful information would be: 


© descriptive (so that they are evidence-based) 

© dispassionate (so that they are free from supposition or prejudice) 
@ discerning (so thatthey are valid and insightful) 

© diagnostic (so that they lead us towards improvements). 


That data should be as valid and reliable as possible must be accepted, but tech- 
nicalities should not blind us to some relatively simple underlying processes in 
research. Essentially, these boil down to studying, looking, listening and asking. 

In Figure 3.1 this simple classification is used to produce an overview of tech- 
niques for gathering evidence. These are introduced in this chapter and then 
illustrated in use at various places in the book. Throughout such discussions, a 
distinction is drawn between those enquiry methods that occur routinely in pro- 
fessional and classroom life and those which must be undertaken specially. 
Whilst, for the most part, the former are more convenient to use, the latter often 
produce more structured data which may be easier to analyse. Readers should 
note that these are introductory descriptions only. For further guidance on 
research techniques many books such as Denscombe (2002) (1998), Bell (1987) 
and Hitchcock and Hughes (1989) are available. Please see RTweb for a com- 
prehensive and updated list of suggestions. 


Reading professional publications 


Many teachers regularly read articles from the education press, whether it is an 
item in the local paper, a staff-room copy of the Times Educational Supplement, 
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a magazine such as Child Education, or material from their professional associ- 
ation. We also receive a great deal of educational information and are exposed to 
educational debate through radio and television. 

But what use do we make of all this information? It tends, of course, to come 
in thick and fast. On appropriately chosen topics, a reflective teacher may 
well want to organize this flow, so that rather than being overwhelming, 
it is put to work. For instance, if the issue of home-school liaison was a school 
priority reflected in the school improvement plan, staff meeting time would 
be given to this issue. A focused discussion could be stimulated by relevant 
articles being collected, and notes made about items on other media. This could 
be shared among colleagues, and would provide a rich resource for collaborative 
discussion. 


3.x Reviewing evidence of performance 


LINKS 


3.3 


a 


Agencies such as OFSTED and QCA now analyse large amounts of data on pupil 
and school performance. Baseline and value-added comparisons are possible 
so that pupil gains can be considered in relation to school characteristics. See 
Section 1 of this chapter for discussion of the use, strengths and weaknesses 
of such data. 


Consulting research reviews and databases 


With the increased emphasis on evidence-informed practice, new databases and 
reviewing resources are becoming available. Sources include the web-sites of the 
DfES, Welsh Assembly, Scottish Parliament and Northern Ireland’s Network 
for Education (see below). The General Teaching Councils in each country may 
also offer information. These are complemented by facilities such as the National 
Foundation for Education Research’s project database (CERUK) and the Centre 
for Evidence-Informed Policy and Practice in Education. Sometimes, there is pub- 
licity in the media for important reviews such as those concerning the National 
Literacy and Numeracy strategies. There are also specialist review journals. One of 
the best is the Review of Educational Research, published by the American Educa- 
tional Research Association. Teachernet provides an excellent portal for access- 
ing research information (see www.teachernet.gov.uk/research) and Teachers’ 
TV promises to be an important general resource from 2005. The National 
Educational Research Forum has proposed the establishment of a. national 
information centre for education (see www.nerf-uk.org for latest news on this). 

There are many databases, abstracts, journals and research indices. They may 
often be found on CD-ROM in specialist libraries, or through the internet. This 
range is developing and changing rapidly. For some examples, see: 


Indexing and database services 
British Education Index (BEI): www.leeds.ac.uk/bei 
Current Educational Research in the UK (CERUK): www.ceruk.ac.uk 
Educational Resources Information Centre (ERIC): www.eric.ed.gov 
Social Science Information Gateway: www.sosig.ac.uk 
Education On-line: www.leeds.ac.uk/educol 
Regard (ESRC database of projects): www.regard.ac.uk/regard/home 
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Reviews of research > a a 
The British Educational Research Association (BERA) offers ‘Professional 


Reviews’ at: www.bera.ac.uk/publications/reviews.php 

The Centre for Evidence-Informed Policy Practice in Education (EPPI) provides 
‘Systematic Reviews’, available at: http://eppi.ioe.ac.uk/EPPIWeb 

The General Teaching Council for England (GTCE) maintains ‘Research of 
the Month’ which is an excellent source of topic-based reviews at: 
www.gtce.org.uk/research/romhome.asp 

For a fee, you can access ‘Topic Online’ at the National Foundation for 
‘Educational Research: http://www.topiconline.co.uk/about.asp 


The four UK General Teaching Councils each have a research webpage describing 
their research policies and offering specific advice and services for each country. 
Their home websites are:’ 

England: www.gtce.org.uk 

Northern Ireland: www.gtcni.org-uk 

Scotland: www.gtcs.org.uk 

Wales: www.gtcw.org.uk 


Research associations, institutions, funding bodies and charities: 
YR British Educational Research Association (BERA): www.bera.ac.uk 
) European Educational Research Association (EERA): www.eera.ac.uk 

Scottish Educational Research Association (SERA): www.sera.ac.uk 
Collaborative Action Research Network (CARN): www.uea.ac.uk/care/carn 
National Foundation for Educational Research (NFER): www.nfer.ac.uk 
The Economic and Social Research Council (ESRC): www.esrc.ac.uk 
The Teaching and Learning Research Programme (TLRP): www.tlrp.org 
The Nuffield Foundation: www.nuffield.org.uk 
Scottish Council for Research in Education: www.scre.ac.uk 
Association for the Study of Primary Education: www.aspe.org.uk 


Government departments or agencies: 
YA Department for Education and Skills: www.dfes.gov.uk 

Teacher Training Agency: www.canteach.gov.uk 

British Education and Communications Technology Association: 
www.becta.org.uk 

National Grid for Learning: www.ngfl.gov.uk 

Department of Education for Northern Ireland: www.deni.gov.uk 

Northern Ireland Network for Education: www.nine.org.uk 

The Northern Ireland Council for the Curriculum, Examinations and 
Assessment: www.ccea.org.uk 

Learning and Teaching Scotland: www.LTScotland.org.uk 

The Scottish Parliament and Scottish Executive: www.scotland.gov.uk 

The National Assembly for Wales: www.wales.gov.uk 

The Curriculum and Assessment Authority for Wales: www.accac.org.uk 


Journals are increasingly online and offering supplementary services, but 
charge a subscription. For instance, the Times Educational Supplement has TES 
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Book-find, offering English-language access to over a million titles, with powerful 
search facilities. See also: 


Times Educational Supplement: www.tes.co.uk 


A massive abstracting database is provided by Taylor and Francis, drawing on 
over 700 education journals. See: 


Educational Research Abstracts: www.tandf.co.uk/era 


Many university education departments also use the World Wide Web to provide 
excellent introductions to what they have to offer. You can find the web addresses 
of UK university sites at: 


www.hero.ac.uk 


Please see a specialist librarian or RT web for further advice and links. 


Reading research findings 


Academic books, journals and other output provide a rich source of description, 
analysis, critique and innovation about education, Indeed, many excellent 
examples have been drawn together in Readings, the volume that complements 
this handbook. Having said that, it is true that academics often write for each 
other and may use specialist conceptual vocabulary. This is their ‘tool-kit’, 
enabling them to talk and work more effectively together. Such use of language 
occurs in many walks of life, for instance in the in-house jargon of journalists, 
politicians, and Chief Inspectors. Increasingly, however, educational researchers 
are also working to develop more accessible texts for professional and public 
audiences. The Teaching and Learning Research Programme, for example, 
publishes both ‘Research Briefings’ and accessible overviews of its projects in the 
‘Improving Learning’ series (see www.tlrp.org/pub). 

Readers of academic work should, above all, read actively and must not, be 
over-awed by the text. Key questions must be posed, What is the core argument? 
What is the evidence base? How convincing is this? What is its relevance 
for practice? Readers must, in other words, interrogate the material and put 
it to work for them. Searching for introductions, summaries and conclusions 
is a good strategy too. If this is done, then studying academic texts becomes a 
really fascinating way of enhancing the quality of professional knowledge and 
understanding. ; 

In Section 4 of this chapter we offer a brief introduction to the major 
paradigms in social scientific research, within which most educational research 
can be located. It is worth considering this as it will enable research studies to be 
‘placed’ and understood more effectively. 


Keeping a diary 


Keeping a written diary remains an excellent way of recording classroom or 
schoo] experiences and one’s feelings and perspectives on them. On the one hand, 
some would argue that the whole point of keeping a diary is that it should 
be personal and private. On the other hand, ‘reflective diaries’ are sometimes 
suggested as part of coursework, and might therefore be accessed by mentors or 
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tutors and treated as documentary indications of a trainee’s thinking. In any 
event, it is worth remembering that any document produced in relation to 
professional work should reflect ethical concerns and the rights of others. 

A very personal diary can provide vivid and flexible accounts of ideas and 
feelings. It can offer a safe space to express the emotional side of teaching, as well 
as more systematic attempts to analyse and reflect. When a diary is ‘unofficial’ 
it may be a place to speculate, propose, theorize and generally enter into a con- 
versation with oneself. This is extremely valuable, for the act of writing serves to 
‘scaffold’ understanding (Tharp and Gallimore, 1988). A diary is also a record, 
and can be re-visited in later days, weeks or years to consider both specific issues 
or the process of continuing professional development. 

Technical decisions are few, but will relate to your aims. Perhaps you may wish 
to record your experiences in a particular period of school experience, in which 
case, a regular daily record would be wise. This will record the days when not 
much happened of note, as well as those which seemed to ‘explode’ with activity. 
On the other hand, you may want to focus your diary on a particular topic — class 
management, a group of children, a subject. Further into a career, you may want 
to keep a diary note each half term — it would certainly be of great interest in years 
to come. 

Whilst a diary can simply be a cathartic record, it has the potential to be more 
than this. Once you have it, then you do have a document which can be analysed. 
Some really excellent studies of primary-school classrooms have been made in 
this way (Armstrong, 1980; Dadds, 1995). 


3.6 Observation as a participant 


Of course, observation is an entirely natural, continuous process. However, as a 
method for gathering classroom evidence, it refers to the process of actively, 
carefully and self-consciously describing and recording what people do whilst 
one may be, oneself, part of the action (Wragg, 1999). Personal involvement is 
not necessarily seen as a weakness if the benefits of direct experience are com- 
plemented by care in avoiding judgements. The emphasis, in the first place, 
should be on rich description. Recording is usually done in the form of careful 
notes containing detailed descriptions of people, events, incidents or issues. Such 
notes may record individual or group activity. They may record conversations 
together with features of the situations in which conversations or events took 
place. It is often helpful to discuss the situation observed to elicit the participants’ 
interpretations of events. Thus the observer’s, teacher’s and the children’s views 
may be sought. 

Child observation is a particularly important skill for early-years’ educators, 
for the behaviour of young children often reveals more than they may be able to 

[SNKS express easily at any particular stage of development. A notebook is particularly 
| helpful for this (see 3.10 on keeping records). 

Such records can contain a wealth of information and can be applied very 
flexibly. Over a period of recording, it is normally possible to discern recurring 
themes that may lead to a greater understanding of the complex whole of a 
classroom environment. This technique, because it is relatively open-ended, 
can be particularly comprehensive and responsive to the unique features of the 
situation. 
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Document analysis 


It can be revealing to examine official documents. For instance, this is a very 
important aspect of policy analysis and of historical and comparative work. In 
such approaches, official documents will be ‘interrogated’ to generate an analysis. 
Do there appear to be any hidden aims, as well as those which are explicit? What 
are the underlying assumptions embedded in the document? Which groups are 
likely to gain from the document? Which groups are likely to lose? Does the 
document reflect the influence of any particular interest group, or a combination 
of concerns? How has it been created? Who was consulted? Who was not?‘ How 
is this reflected in its final form? 

Recent governments of the United Kingdom continue to helpfully provide a 
steady flow of education documents on which this form of analysis can be used, 
and those associated with other political parties may be just as interesting. At a 
school level, examination of documents such as the brochure for parents might 
reveal underlying assumptions about how children learn, what they should learn 
and how they should be taught, or maybe reveal tacit, taken-for-granted thinking 
about social diversity and inclusion issues. Similarly, school policy documents 
are likely to provide insights into collective staff thinking - their aims, values 
and commitments. Similarly useful and indicative documents are annual school- 
development plans, and minutes of governors’ and parents’ meetings. However, it 
is worth remembering that even school documents tend to be relatively ‘official’ 
products and may thus gloss over internal debates that took place in the process 
of their creation. It is important, therefore, to read ‘between the lines’ and to be 
aware of what is not recorded as well as the issues that are brought to our 
attention. 


Marking pupils’ work 


Pupils’ work is, of course, a really important source of evidence of their learning, 
and marking that work is a crucial form of teacher enquiry into the progress, or 
otherwise, of each child. This can be anything from a verbal comment (e.g. What 
an exciting story!), to setting spelling corrections at the end of an exercise, or a 
grade or mark. In Foundation and early Key Stage 1 classes, children’s output is 
particularly interesting as an indicator of their thinking. For all children, their 
capability in the actual process of writing or recording must be considered in 
analysing the materials. 

Marking can also be extended to offer more wide-ranging analyses. For 
instance, to study a pupil’s development over time one can consider each piece 
of work as part of a sequence. It is only by comparing each example with 
previous work that it is possible to assess whether any learning has taken place 
and what significance to attach to any mistakes. If such mistakes, or ‘miscues’, 
are analysed. carefully they can provide valuable clues to possible learning 
difficulties. It is revealing to note whether errors are consistent or one-offs. If a 
pattern emerges then a future teaching-learning point has been identified. Such 
diagnostic marking can provide useful information upon which to base sub- 
sequent discussion, or be used when making judgements about matching future 
tasks. 
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3.9 Formative assessment 


This is a routine element of an effective teacher’s work, and is discussed at length 
in Chapter 14, Section 1.3. This account includes a section on target setting and 
pupil responses, which could be a good focus for classroom enquiry. 


3.10 Keeping records 


(Einks> Keeping records is the subject of Section 4.1 in Chapter 14. This section describes 
twelve ways of collecting and organizing information about children’s work 
and learning. There is a very strong tendency for such information to be collected, 
but not fully analysed. What sorts of enquiry could you develop from the records 
that you keep, or could keep? 


3.11 Analysing pupil diaries or logs 


Obviously, this is only possible when diaries or logs are kept. Children of 
appropriate writing capability write down their reflections of their learning 


54 http://www.rtweb.info 


3.12 


3.13 


Techniques of Enquiry 


experiences. This is particularly useful, for example, when children are doing self- 
directed work. They can use their diary or log book to comment on their ongoing 
progress, to keep the teacher ‘in touch’ without posing undue management 
problems. 

A diary or log can take many forms. It might include the child’s original plan of 
intended work, and the reason for doing it. It might also include a description 
of what was done, whether any changes were made and why. It could include an 
analysis of what knowledge or skills had been employed, which were reinforced, 
which were acquired and which extended. The child could then go on to 
comment on what had been enjoyed — or not enjoyed, and what had been worth- 
while — or not. Finally, a log could include the children’s view of what they would 
like to move on to next. Such self-analysis requires considerable sophisticated self- 
reflection from a child — the meta-cognitive skills discussed in Chapter 7. A useful 
extension of the use of pupil diaries or logs is the opportunity they also provide 
for parents and teachers to add comments and respond to issues which are raised. 


Systematic observation 


This is a way of observing behaviour in classrooms by using a schedule, or list 
of categories, of probable behaviour (see Croll, 1986). Categories are chosen 
by the observer, who therefore has to decide in advance what is important. 
Each category is then ‘checked off’ as the behaviour is observed. The technique 
assumes that the teacher has already carried out sufficient preliminary, explora- 
tory investigations to be able to decide which behaviours are relevant. However, 
having devised the schedule, systematic observation can be a very quick and easy- 
to-administer technique for collecting information. It is used in two main ways. 
There is a ‘sign system’ procedure in which a record is made each time there is any 
sign of the listed behaviours, whereas in a ‘timed system’ behaviour is recorded 
only at predetermined time intervals. 

Systematic observation might be useful, for example, in firding out how much 
use is made of the book corner and who seems to use it most. It could be used to 
produce a measure of how long individual children concentrate on particular set 
tasks, It could be used to note how teachers distribute their time among different 
children; which children seek attention; which ones avoid it; or which ones ‘get 
forgotten’. Another common use is to measure the possible differences in the 
ways teachers interact with boys and with girls. Information collected in this way 
can easily be quantified, and the frequencies and distribution patterns of the listed 
behaviours can be calculated. However, such information cannot provide an 
explanation. The technique is also heavily reliant on the appropriateness of the 
predetermined categories on the schedule. 


Photography 


Recording what happens inside a classroom, by any of the next three techniques, 
provides a very valuable source of information, for they ‘fix’ events that are so 
fleeting. This is particularly valuable because no one can have ears and eyes 
everywhere and even the most alert of teachers misses a great deal of what goes 
on. The ethical principle of ‘informed consent’ applies here though, and the use of a 
camera should be discussed with children and others in the classroom beforehand. 
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mission of parents of young children before 


It would be prudent to seek the per r : 
£ the activity is explained, there are unlikely 


taking photographs. If the purpose 


to be objections. F ; 

Photography is a relatively unobtrusive form of visual recording, especially if 
flash is not needed. Digital technologies are opening up many new possibilities for 
using photography for rapid recording of classroom events. Photography, of 
course, only captures frames of action rather than the sequence of action itself, 
though multiple snapping can overcome this to some extent. A particular advan- 
tage is the ease of use of photographs once they are downloaded into a computer, 
They can thus provide an excellent basis for reflective discussion with others - 


including the’children who have been photographed. 


Video recording 

Video recording is particularly helpful in providing contextual information 
in classrooms and in capturing non-verbal behaviour as well as some speech. 
Although a video camera may seem to be capable of capturing a‘lot of classroom 
action, sampling selections must be made — as any film-maker would confirm. 
Before filming, even if a formal ‘screenplay’ is inappropriate, it is important to 
think through exactly what is required. What is the primary purpose of making 
the recording? This is likely to have implications for camera positioning and 
there may also be power source, sound, lighting, safety and other operational 
considerations. However, modern digital video cameras, with automatic focusing 
and low-light adjustment facilities, make the use of video a relatively easy task. 
The quality of the soundtrack is usually the weakest point and this should not be 
relied upon without testing or special provision. 

This is a convenient and very powerful form of data, and the television 
broadcasting of ‘video diaries’ now offers a well-understood model on which 
work with children could be based. Whilst the presence of cameras is likely to 
affect some children and may distort the normality of the classroom, if done 
periodically the novelty usually soon wears off. 


Active listening 


Really attentive listening is particularly hard for busy people, such as teachers, 
who haye to think about so many things at once. However, it is an excellent 
source of classroom evidence to stimulate ideas and enquiry. It is addressed in 
Chapter 13, Section 1.4.- 


Questioning 


Questioning is, again, a very basic and highly valuable method of enquiry, 4S 
well as being key to teaching itself. It is discussed extensively in Chapter 13, 
Section 1.2. 


Discussing 


Discussion has innumerable roles in classrooms, both for teaching and learning 


and as a source of evidence for classroom enquiry. It is consi i 
‘ sidered at length in 
Chapter 13, Section 1.3. Bate ode 8 : 
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Conferencing 


This is a term used to describe a particularly focused and extended discussion 
between teacher and child. Conferencing is similar to conducting an informal 
interview. Such a session offers an opportunity for a teacher and child to come 
to a mutual understanding of the nature of work in progress and to discuss what 
has been found to be enjoyable/not enjoyable or easy/challenging/hard. It also 
provides a chance to discuss any difficulties being experienced and to plan future 
activities. The length of the discussions will, of course, vary with the needs of the 
child. However, the teacher will need to plan to set aside a certain amount of time, 
perhaps at a set period each day, when the class know that the teacher must not 
be disturbed, if at all possible. In many situations discussions with a group or pair 
would be appropriate, though it is important that the group context does not 
inhibit some individuals within the group. It is often an advantage if there are 
some activities in which the whole class is taking part, as then some issues can be 
discussed collectively. 


Audio recording 


Audio recording of a class discussion is a common and simple procedure. How- 


‘ever, tape recorders often only pick up a few of the children, or perhaps only the 


teacher’s voice. Nevertheless, the procedure can provide excellent information 
about the amount, type and distribution of teacher talk — a very worthwhile, 
though often salutary experience. 

Recording small groups or pairs of children can similarly provide valuable 
insights into the language strategies used and into social dynamics, and it is 
technically easier if background noise can be controlled. Children usually forget 
about the recorder, though its presence may affect some — either to put on a 
performance or to clam up. Time could be allowed for familiarization. A radio 
microphone or portable recorder could also be worn by an individual child for a 
period of time. The main advantage of this is that the quality of the recording 
is likely to be much improved. It must be remembered that it takes a significant 
amount of time to play back and study. Still more time will be needed for 
transcription. 


Setting tasks 


Perhaps the most routinely available source of evidence of pupil learning is 
that which arises, lesson by lesson, as children engage in the activities and tasks 
which the teacher has prepared for them. Something will inevitably happen. The 
important questions are ‘what happens?” and ‘is anyone paying attention?’ 
Teachers who are aware of the need for formative assessment and of the 
potential for gathering evidence from routine classroom activities should be able 
to focus tasks so that the pupil actions and performance reveal what they know, 
can do and understand. The skill, then, lies in providing tasks that are appro- 
priate and accessible for all the children but which also enable you to discriminate 
constructively in terms of what particular children know and learn. This is a 
form of ‘differentiation by outcome’ - the development of understanding about 
the needs and capacities of the child by evaluating ‘how they got on’. The 
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strengths of using tasks for enquiry purposes derive both from the frequency and 
routine nature of the opportunities which are available and from the high validity 
which this form of assessment is likely to have. After all, it is embedded in every- 
day classroom processes. It should provide a rich source of insights about pupil 


learning strategies and attainments. 


Testing 
Tests take many forms and are used for a wide range of different purposes. 


Teacher tests/published tests/national tests 

Those which teachers devise themselves and are directly related to what has been 
taught. Compare these with published tests which are intended to be generally 
applicable to a wide range of situations. National tests, such as end of key stage 
and optional tests, are designed very specifically to test the objectives of the 
National Curriculum. 


Criterion-referenced/norm-referenced tests 

Those tests which use specific items to identify aspects of individual children’s 
work; compare with tests which are used to compare individuals in terms of 
‘normal’ expectations of achievement. 


Diagnostic/prognostic 
Those which aim to identify what the child can/can’t do now; compare with tests 
designed to highlight future potential (e.g. IQ/eleven-plus tests). 


Open/closed : 
Those which have questions to which there is room for imagination and 
creativity; compare these with tests to which there is one right answer. 

Teachers often devise their own tests for particular diagnostic purposes in 
order to help them achieve the best possible cognitive match. Such tests could 
be used to discriminate between children’s achievements, or used to assess a 
teacher’s effectiveness in implementing specified learning objectives. Criterion- 
referenced, mastery tests, in carefully graded series, are popular in many sports 
award schemes, such as those for swimming, athletics and gymnastics. They 
also, of course, underpin the National Curriculum structure of levels, attainment 
targets and statements of attainment. 

There is no doubt that appropriate comparative scores for children can be 
helpful in any review of the attainments of children, teachers or schools. Test 
scores are thus an important form of evidence of learning. However, whatever 
type of test is used, it is most important for a reflective teacher to try to 
identify its strengths, weaknesses and its underlying assumptions. For example, 
what does a reading test actually take to indicate ‘reading’, upon which theory of 
learning to read is it based, and, is it successful in what it aims to do? Is the test 


based on valid data so that it really measures what it is supposed to? Can the 
test be reliably used so that data collected are consistent? 
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Interviewing 


Interviews are structured or semi-structured discussions which can be used to find 
out what people think or do, and why. The interviewer can explore and negotiate 
understandings because of the possibility of immediate feedback and follow-up. 
However, because of the person-to-person situation, some people may feel 
threatened — by the interviewer or, if it is a group interview, by other participants. 
Working with children raises particular issues, as Wilson and Powell (2001) dis- 
cuss. The success of this technique of data collection rests heavily on the relation- 
ship established and on the way in which the event is conducted. Interviews 
can be used with varying degrees of formality and structure. The term ‘interview’ 
is usually reserved for the more formal, more structured one-to-one situations. 
As the event becomes more informal and less structured, it may be more 
appropriately seen in terms of a ‘conference’ or discussion. 


Concept mapping 


This term denotes a procedure which requires children to ‘map’ out what they 
have learned and how, to them, it appears to ‘fit’ together. Children might be 
helped to draw a web or flow chart to show what they have been learning about. 
Such a chart would, eventually, represent the ideas, concepts and knowledge 
that the children have been working with during a particular unit of work, as 
perceived by the child. The procedure might begin by listing aspects of the subject 
or topic that was covered. The children can then map the relationships between 
the different items — explaining how they see any links. This provides a way of 
seeing what they have-understood. It can then provide a basis for teacher and 
child to talk over understandings and misunderstandings. 

There are lots of ways of doing this. Each child can be asked to review things 
they have learned in a teaching session, and to write each item on small pieces of 
paper. These can be arranged on a larger sheet and moved around experimentally 
to eventually reflect, by their proximity to each other, the relationships between 
the various aspects of the topic as seen by the child. The small pieces of paper can 
then be glued on and lines drawn between them to represent the relationships. 
Finally, a few. words expressing these relationships are written on each line. 
It should be possible to relate such concept maps both to teaching plans and 
relevant attainment targets. It is likely to underline the fact that, whatever we 
teach, children make sense of it in their own ways. 


Questionnaires 


This form of data collection uses questions and statements to stimulate responses 
to set items. Questionnaires are usually given to the respondents to fill in, which 
therefore demands a certain level of writing skill. The technique can be used for 
collecting factual information as well as opinions. Hence, it may provide data 
both about what people do or think, and why. 

The format of a questionnaire may be closed (asking for specific data or yes/no 
responses) or open (asking for general and discursive responses). Open forms 
of response encourage relatively free answers, which has the advantage of 
enabling the respondent to express their thoughts and priorities in their own way. 
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However, it also makes greater demands on the respondents’ writing abilities 
and poses the problem of how to categorize the wide range of replies which such 
an item may well evoke. ihe 

Questionnaires can be useful in a variety of ways, such as providing infor- 
mation to include on school records; to discover how children feel about aspects 
of classroom life; or for evaluative purposes at the end of a unit of work. The 
answers may be required as written sentences, by ticking boxes, or by ringing 
a word/number on a rating scale (e.g. hard - quite hard — just right — easy, or 
‘exciting’ 5-4-3-2-1 ‘boring’). For younger children, scales have been devised 
which require the child to colour the face which shows how they feel - in response 
to a statement which is read out by the teacher: the faces range from happy to 
neutral, bored, worried or angry. 


Sociometry 


Sociometric techniques have been developed to help children and teachers 
gain insights into friendship patterns. The basic procedure is to ask children, in 
confidence, to name a small number of children (normally three) from their class 
with whom they would like to work or play. This can also, with care, be extended 
to ask children to identify anyone with whom they would not like to work or 
play. The friendship groupings which emerge from an analysis of these choices as 
a whole can then be represented in diagrammatic form, known as a sociogram. 
Such representations provide a visual display of social] relationships: mutual pairs 
and groups (where choices are reciprocated), clusters of friends (though not all 
with reciprocated choices), isolates and even rejectees. 

We should note, however, that this technique does not tell the whole story. 
In particular, it provides a static picture of friendships and, given the dynamic 
nature of the social relationships of-some children, this needs to be borne in mind. 
Nevertheless, the data are structured and descriptive and can provide a good 
starting-point for analysing further aspects of relationships between children. 


Personal constructs 


This is a structured method of indirectly finding out about the way people think 
and feel about each other. Personal constructs are evident in our thinking when, 
for example, we appraise or comment on children. A procedure for this situation 
might be to produce a small name card for each child, to successively draw 
three names and to identify which two are most alike, and then to explain why. 
In. this way it is possible to elicit relatively instinctive reactions and the 
actual ‘constructs’, or criteria, which are used. Such a procedure is usually more 
effective than asking, in the abstract, what constructs are used to distinguish 
between children. Having obtained such a list, it is then possible to classify the 
constructs — for example, those that are academic, physical or social. The patterns 
that emerge could indicate underlying assumptions about perceptions of children. 
However, whilst construct elicitation helps respondents to ‘surface’ intuitive 
concepts, in itself it is unlikely to indicate why they feel it or to describe what they 
actually do. 
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Checklists provide a simple and practical form of record that has been tried and 
tested by generations of teachers. Targets, levels, key skills or other competencies 
can be clearly listed and ticks, crosses or other symbol systems can be used to 
record children’s achievements against these criteria. However, judgements 
should be checked with evidence before a checklist is completed. Sometimes 
checklists are completed relatively impressionistically, which is unlikely to be 
accurate. 


LEARNING FROM OTHER RESEARCH 


Educational researchers have, over many years, produced a wonderful array 
of studies of classrooms, schools and educational issues. These offer excellent 
starting points for new school-based enquiries. It is helpful, however, to under- 
stand the background thinking behind different approaches to research. This 
section provides such guidance. 

We will identify five major social scientific research approaches to educational 
research — the scientific, interpretive, action, critical and post-modern. This is a 
considerable simplification of a complex theoretical area (for instance, see 
Delanty, 1997), but will suffice for our purposes (for further simplification 
see Bassey, 1995, Reading 3.4). Enduring questions about the fundamental 
assumptions that underlie each of the research approaches nevertheless remain. 
For instance, which is more significant, measuring behaviours or understanding 
meanings? Is it better to do careful research before drawing conclusions for 
action, or should we try to improve practice by investigating it as we try things 
out? Do individuals act voluntarily to change their world, or do the circum- 
stances into which we are born determine the people we become? Can society be 
improved though the application of reason, or does the post-modern world make 
this enlightenment ambition impossible? Indeed, in studying patterns of social 
practice, should we be trying to describe, understand, improve, transform or 
deconstruct? 

As we will see, most teacher-initiated, classroom-based research is likely to be 
influenced by action research, but there are also rich resources from other 
research traditions to be drawn on. These will contextualize classroom studies 
and illuminate issues of practice and policy in novel ways. 

Figure 3.2 (overleaf) provides a concise summary of the five research 
approaches that we have identified. In particular, we pick out their major 
practical purposes, characteristic research methods and forms of research 
knowledge. The following text explores such issues further. 


Scientific research 


The classical ‘scientific’ model is based on the research style that has served the 
physical sciences for many years. Its characteristic stages are to: 


© recognize and define a problem 
© develop an-hypothesis 
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Figure 3.2 Five major approaches to educational research 


© design a controlled research procedure to test the hypothesis 


© accumulate observations 
© analyse the data 
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way the research is carried out is ‘systematic’ and, second, that the interpretation 
of the data collected is ‘objective’. 

When this model is transferred to the social sciences, certain inadequacies 
are evident. For instance, it is very much more difficult to test an hypothesis in a 
classroom situation with the same rigour as one might expect in a laboratory 
experiment. It is more difficult because we cannot isolate the variables being 
examined and we cannot control all the myriad factors that might influence the 
test. In addition, we are dealing with human beings for whom we must have 
proper ethical concern. Further, because of the complexity of the classroom and 
because of the ethics of any such research, any ‘experiment’ can never be exactly 
replicated. Researchers have had to rely on sophisticated statistical methods to 
try to measure the impact of variables. 

Nevertheless, there has been a long tradition in education research of following 
the scientific model as far as possible. For example, much of the laboratory-based 


psychological testing and measurement research was of this nature (for example, 


Cattell and Kline, 1977). Similarly, the extensive work on teacher effectiveness in 
classrooms in the USA during the 1960s and 1970s used systematic observation 
techniques (for example, Flanders, 1970), and these are still positively regarded 
for some purposes (for example, Galton et al., 1999; Pollard et al., 2000). 

In recent years there has been considerable pressure on educational researchers 
to demonstrate ‘what works’ to enhance the quality of policy-makers’ judge- 
ments. The classical scientific paradigm is therefore enjoying something of a 
revival, for instance, through the use of school- and pupil-performance data, 
randomly controlled trials, naturally occurring experiments and longitudinal 
studies of large cohorts of pupils. Scientific reviews of previous studies are also 
accumulating. 

One major criticism that has often been made of scientific research is that it 
fails to adequately address the subjective perceptions of the people who are the 
focus of the study. This concern led to the development of interpretive forms of 
research. 


Interpretive research 


Interpretive approaches to educational research have been strongly influenced by 
anthropology and the aspiration to understand, describe and analyse the cultures 
of particular societies and groups. Among the ethnographic methods that have 
been developed are participant observation and interviewing. These techniques 
are explicitly qualitative and are concerned with opinions and perspectives as 
well as observable facts or behaviour. ; 

In the first place, interpretive researchers aim simply to describe the perspec- 
tives, actions and relationships of the people whom they are studying. Typically, 
they study a limited number of cases in depth and try to achieve a view of the 
whole situation in a way that is seen to be valid by the participants. This process 
often requires the personal involvement of the researcher and is rarely a neat, 
linear progression of research stages. The approach is pragmatic and flexible, 
as the researcher seeks data and understanding (Burgess, 1984; Hammersley 
and Atkinson, 1983; Woods, 1986). The outcome of such research is usually a 
detailed case-study within which concepts, relationships and issues are identified 
and analysed. Glaser and Strauss (1967) provided the classic statement of the 
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challenge of such work when they argued that interpretive sociologists should 
start from the grounded base of people’s perspectives. Then, through the 
simultaneous collection, classification and analysis of data, they should develop 
systematic and theoretically refined perspectives of the social institutions and 
relationships that they study. Some examples of such work are available 
concerning primary education (King, 1978; Pollard, 1985, Reading 6.4; Hartley, 
1985, 1992; Grugeon and Woods, 1990; Troyna and Hatcher, 1992, Reading 
15.8; Nias, 1989, Reading 5.1; Pollard, 1996, 1999, Reading 5.5). 

Interpretive research has strengths and weaknesses, as does the scientific 
model. Indeed, in many respects, they can be seen as complementary. For 
instance, an interpretive researcher’s ‘generation’ of theory may be balanced by a 
scientific researcher’s ‘testing’; qualitative data on perspectives may be balanced 
by quantitative data of behaviour; and a focus on detailed whole cases may be 
balanced by generalization from sampling across cases. 

Whatever their differences, both the scientific and interpretive approaches to 
social science share an assumption that the prime responsibility of researchers 
is to describe and analyse social processes. Involvement in change is seen as a 
distinct, and secondary, consideration. For action researchers, this priority is 
reversed. 


Action research 


The term ‘action research’ originates from Lewin (1946). His model for change 
was based on action and research. It involved researchers, with teachers or other 
practitioners, in a cyclical process of planning, action, observation and reflection 
before beginning the whole process all over again. 


ng : Further development of this model was instigated by Stenhouse (1975, Reading 


ng 


1) and elaborated by Elliott and Adelman (1973) in their work with the Ford 
Teaching Project, based at the Centre for Applied Research in Education at the 
University of East Anglia. It was this generation of researchers who coined the 
term ‘teacher-as-researcher’ to refer to the participants in the movement they 
helped to create. This encouraged teachers to assume the role of researcher in 
their own classrooms as part of their professional, reflective stance (see also 
Chapter 1, Section 2 of this book). In recent years, the Teacher Training Agency 
in England and the General Teaching Councils across the UK have been strongly 
encouraging teachers to engage in classroom research as a means to raise 
standards of both professional development and pupil learning. This has been 
reflected in the existence of national schemes such as that for ‘chartered teachers’ 
in Scotland and in the strong encouragement of reflective, classroom enquiry in 
the DfES’s policy for continuing professional development (DfEE, 2001a). 

Action research has also been developed extensively by curriculum specialists 
working alongside teachers as can often be seen from the publications of 
subject associations. There are now many excellent published examples 
of teachers’ action research (e.g, Hustler et al., 1986; Nixon, 1981; Webb, 1991). 
Hae See pase summary of the strengths of action research, see 
b Despite the professional support for this approach, we should note that it has 

een Criticized for encouraging a classroom focus while wider, structural factors 
are accepted as unproblematic (e.g. Barton and Lawn, 1980, 1981; Whitty, 
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1985). On the other hand, (Carr and Kemmis, 1986) argue that such work pro- 
vides a means of ‘becoming critical’. They suggest that action research involves 
the improvement of practice; improvement of the understanding of the practice 
by the practitioners; and improvement of the situation in which practice takes 
place (1986, p. 165). Indeed, they argue that action research can be emancipa- 
tory - releasing practitioners from ‘the often unseen constraints of assumptions, 
habits, precedents, coercion and ideology’ (Carr and Kemmis, 1986, p. 192). In 
this sense, action research can be seen as having a potentially ‘critical’ edge. ° 


Critical research 


The most common forms of critical scholarship are sociological, though there 
are also examples in psychology, history, politics and other disciplines. Critical 
research can be distinguished from other approaches in several ways. In the first 
place, it is far more wide-ranging, for it is based on the assumption that specific 
situations, practices and perspectives can only be understood in relation to their 
historical, economic, cultural and political contexts. Comparative and historical 
studies provide one form of this (e.g. Alexander, 2000; Altback and Kelly, 
1986; Green, 1990). In its sociological form it rejects narrow forms of scientific, 
Positivistic empiricism which tend to ignore such wide-ranging factors, and uses 
various forms of theorizing to try to make sense of social structures, their pro- 
cesses and development (e.g. Bernstein, 1975, 1996; Bourdieu and Passeron, 
1977). 

Among a number of forms of theorizing, the most important influences on 
educational analysis have been structural Marxism (for example, Bowles and 
Gintis, 1976), Weberianism (for example, Archer, 1979, Reading 18.1; Collins, 
1977) and cultural:Marxism (for example, Apple, 1982). The latter offers ways 
of examining the tensions and dialectical forces of change or development within 
education and society. In recent years variants of such forms of analysis have 
been powerfully applied to educational policy-making (for example see Bowe, 
Ball and Gold, 1992, Reading 18.4; Lauder and Hughes, 1999; Whitty, Power 
and Halpin, 1998). 


Post-modern research 


One of the most significant research developments in recent years has been the 
emergence of ‘post-modernism’, The term itself challenges the seventeenth- 
century Enlightenment philosophy that society could be constantly improved 
through the application of ‘scientific reason’. Indeed, such ‘modernist’ assump- 
tions can be seen as underpinning each of the approaches to research that we have 
previously considered. From the post-modern perspective, they may be seen as 
rather conventional, lacking in insight or, indeed, reinforcing the status quo 
through the production of ‘regimes of truth’. 

Post-modernism highlights the consequences of social positioning and of the 
ways in which tacit forms of control become embedded in everyday life. A com- 
mon research technique is the deconstruction of forms of ‘discourse’ =a concept 
deriving from the French philosopher, Derrida. This can be extremely revealing, It 
might show, for instance, how some social groups, such as girls or black pupils, 
are ‘positioned’ in classrooms as a result of taken-for-granted ways of thought, 
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speech and interaction (for further explanation and an example of this in the 
case of race and racism, see Epstein, 1993, Reading 15.7). Analysis of this type 
has been used with particular effectiveness by feminist researchers such as 
Walkerdine (1988), Davies (1983) and Francis (1998). However, it is also effec- 
tive at another level in analysing public policy and deconstructing the state- 
ments of politicians (e.g. Ball, 1994). In this scenario, policies presented with an 


appealing popular rationale may be shown to have underlying assumptions and_ 


effects which are more disturbing — the deconstruction of ‘spin’? 

Post-modernists have developed some particularly powerful ideas about how 
people view themselves. Conventionally, it has been thought that each individual 
develops a sense of ‘self’, of the person they are. Theorists such as Giddens 
(1991) suggest that, whilst this might have been a plausible assumption in 
stable societies, it is no longer tenable in the context of diversity, complexity 
and change in global societies today. In such circumstances, it is argued, many 
established and taken-for-granted social practices and ways of thinking have 
to be questioned — including the unitary view of self. The alternative Position is to 
argue that people develop multiple views of self, ‘multiple identities’. The global 
media, new technologies and communication systems, and the diverse cultural 
reference points which these enable, make it possible for people to join ‘imagined 
communities’, to develop a variety of personal narratives, and to present them- 
selves in different ways in new situations. The influence of culture(s) is obviously 
crucial here, but it is reinforced by the ready availability in wealthy societies 
of the accoutrements of diverse lifestyles, shop by shop. Who would you like to be 
today? However, some roles, such as teaching, may be more constrained. Maclure 
suggests that teachers use identity as an organizing principle in their work, but 
this is not without many contradictions (2001). 

Post-modernism thus offers both a number of powerful research approaches 
and many challenges to conventional ways of perceiving the social world. 


In this section we have identified five major forms of research: the scientific, 
interpretive, action, critical and post-modern. Whilst such theoretical ideas may 
seem abstract, they are connected to whole philosophies, paradigms and ways of 
thinking that are of enormous richness and importance. From a scientific view- 
point, your teaching and the children’s learning is measured and quantified. But 
from the interpretive Position the feelings, Perspectives and social relationships of 
the people in the classroom become key issues. On the other hand, the critical 
theorist observes the classroom and offers an analysis of the historical constraints 
and emancipatory possibilities of both your role and that of your pupils. And the 
post-modern perspective challenges your discourse and seeks to deconstruct 
power relationships between yourself and the children that you really had not 


directly improve your teaching and enhance the children’s learning. This has 
enormous value, but it will have a lot more if you are also able to draw on 
the insights of other approaches and the accumulated knowledge of social 
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CONCLUSION 


This chapter has provided a brief introduction to some of the practical issues and 
techniques of undertaking classroom research as reflective teachers. We have also 
located such practice within other, more social scientific research approaches. 
Readers are advised to follow up other more detailed references on RTweb or 
elsewhere. 

In particular, we would stress that ‘doing research’ is not just about collecting 
evidence. Indeed, the most important consideration is undoubtedly to con- 
ceptualize the issues and ask appropriate questions. The research process must be 
seen as a whole because initial assumptions will have significant implications for 
later findings. As indicated in Section 2, the enquiry process should be systematic, 
involving clearly demarcated stages from research design, identification of re- 


‘search questions, issues or hypotheses, to data collection, data analysis, drawing 


conclusions and finally, after professional reflection, planning new actions. The 
process of data analysis is a particularly important phase in which to demonstrate 
open-mindedness and objectivity. 

As we have also suggested, reflective teachers need to be able to relate their 
findings to those of others and to consider results in the context of the current 
debates about educational issues. More specifically, performance data about their 
school, classroom or pupils may throw up particular issues for investigation or 
interpretation. 

Part 2 of this book is designed to help to put such ideas into practice. 


Key readings 


The work of Lawrence Stenhouse provided a really important foundation for teacher 
research and evidence-informed practice. For an excellent insight into his work, see: 


Rudduck, J. and Hopkins, D. (eds) (1985) 
Research as a Basis for Teaching: Readings from the Work of Lawrence Stenhouse. 
London: Heinemann Educational Books. ing) Reading 3.1 


For very helpful examples of the worthwhileness of teacher research, see: 


McNamara, O. (2002) 

Becoming an Evidence-based Practitioner: A Framework for Teacher Researchers. 
London: RoutledgeFalmer. 

Clipson-Boyles, S. (2000) 

Putting Research into Practice in Primary Teaching and Learning. 

London: David Fulton. 


Good introductory guides to carrying out research activity include: 


Blaxter, L., Hughes, C. and Tight, M. (1996) 
How to Research. 

Buckingham: Open University Press. 
Hitchcock, G. and Hughes, D. (1996) 
Research and the Teacher. 

London: Routledge. 
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Denscombe, M. (1998) j ' 
The Good Research Guide for Small Scale Social Research Projects. 


Buckingham: Open University Press. 

Books that specifically support enquiries using classroom-based action research designs 
are: 

Hopkins, D. (1986) 

A Teacher’s Guide to Classroom Research. 
Milton Keynes: Open University Press. 

Hustler, D., Cassidy, T. and Cuff, T. (eds) (1986) 
Action Research in Schools and Classrooms. 
London: Allen & Unwin. 

MeNiff, J. (1988) 

Action Research: Principles and Practice. 
London: Routledge. 


A clear description of small-scale case-study work, and an analysis of its strengths and 
weaknesses, is: 


Bassey, M. (1999) 
Case Study Research in Educational Settings. 
Buckingham: Open University Press. 


Gathering data from children requires particular care. For this, see: 


Christensen, P. and James, A. (eds) (2000) 
Research with Children: Perspectives and Practices. 
London: Falmer Press. 


All enquiries, of whatever type, must address a similar set of key quality issues if the term 
‘research’ is to be justified. For an accessible introduction to these challenges see: 


Denscombe, M. (2002) 
Ground Rules for Good Research: A 10 Point Guide. 
Buckingham: Open University Press. 


For more advanced insights into the work of professional educational researchers, see: 


Pring, R. A. (2000) 
Philosophy of Educational Research. 
London: Continuum. (Y] Reading 3.2 


Scott, D. and Usher, R. (1996) 
Understanding Educational Research. 
London: Routledge. 


Robson, C. (1993) 
Real World Research, 
Oxford: Blackwell. 


The commitment of professional, reflective, evidence-informed practice can be contrasted 
with the determination to use more systematic, ‘scientific’ forms of research to identify 
‘what works in any circumstance as a basis for policy prescription, To understand the 
attraction of this argument, see for instance: 


Davies, H. T. O., Nutley, S. M. and Smith, P. C. (2000) 
What Works? Evidence-based Policy and Practice in Public Services. 
Bristol: The Policy Press. ’ 
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Readings for Reflective Teaching (the companion volume) offers other closely associated 
work on the issues raised in this chapter. This includes work by authors such as: 


Lawrence Stenhouse, Richard Pring, Michael Bassey and the Teacher Training Agency. 


RTweb offers additional professional resources for this chapter. These may include 
Further Reading, Reflective Activities, useful Web Links and Download Facilities for 
diagrams, figures, checklists, activities. 
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CONCLUSION 


4- Social Contexts. What Are Our Circumstances? 


Enhancing professional standards and competences 


It is extremely difficult to develop high quality classroom practice without 
awareness of one’s circumstances and those of one’s pupils. This is important 
for decisions in the present, but also to enable adaption to the future — for 
we can be certain that educational provision and requirements will continue 
to change and develop throughout a professional career. In Scotland, each 


student teacher is therefore required to: 


Acquire a broad and critical understanding of the principal features of the 
education system, educational policy and practice. Demonstrate an under- 


standing of principles of equality of opportunity and social justice. 
QAA, 2000, Standard for ITE in Scotland, Benchmark 1.2) 


In Northern Ireland, the requirement is to: 


Demonstrate understanding of the relationship between the education system 


and other aspects of society., 
(Department of Education for Northern Ireland, 1999, 


The Teacher Education Partnership Handbook, competence 1.13) 


Teachers in England and Wales have a similar need to understand the cultural, 
social, political and historical context within which they make their pro- 
fessional contribution. For example, the Primary Strategy (DfES 2003) draws 
attention to.contexts ‘beyond the classroom’ and cites research estimating 
that 29 per cent of variation in student achievement can be attributed to 
family social background. Government policy is itself another contextual 


factor, of course. 


INTRODUCTION 


This chapter provides a brief review of some of the contextual factors which 
are important for teachers. The specific challenges of teaching and learning are 
cae considered in detail in Part 2 of the book. 
ihee Figure 4.1 represents the way in which the relationships between these factors 
have been conceptualized in this book (it is also the basic model underpinning 
the largest-ever coordinated programme of research on teaching and learning, 
see: www.tlrp.org/themes). 

Of course, the influence of social context pervades everything that happens in 
schools and classrooms, and awareness of such issues is therefore an important 
contributing element of reflective teaching. This influence is felt at many levels - 
from the ‘big picture’ of national governments in Scotland, Wales, England, 
Northern Ireland and elsewhere, to the detail of community, school and family 
cultures and particular individual circumstances. j 

The second purpose of the chapter is to establish a theoretical model con- 
cerning the relationships of individuals and society. Indeed, the chapter is very 
deliberately in two parts. The first, ‘social context’, emphasizes the ideas, social 
structures and resources which constrain or shape action in various ways. The 
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Figure 4.1 Factors in classroom teaching and learning 


second part, ‘people’, is concerned with the various factors which, in some senses, 
enable action by individual teachers and children. 

Of course, this argument can be applied to the education system of any 
country. However, for illustrative purposes, we have focused in this chapter 
on the various parts of the United Kingdom. The Further Reading on RTweb 
may contain sources concerning other countries and web links to relevant 
organizations in each part of the UK are also provided. 

We begin the chapter by introducing the theoretical framework. 


SOCIAL CONTEXT 


A particular theoretical position underpins this chapter and, indeed, the book as a 
whole. At its core is the conception of a dialectical relationship between society 
and individuals. This suggests the existence ofa constant interplay of social forces 
and individual actions. On the one hand, the decisions and actions which people 
make and take in their lives are constrained by social structures and by thé 
historical processes which brought about such structures. On the other hand, 
each individual has a unique sense of self, derived from his or her personal history 
or biography. Individuals have a degree of free will in acting and in developing 
understandings with others. Sets of these understandings, which endure over 
time, form the basis of cultures. Such understandings can also lead to challenges 
to established social structures and thus to future changes. 
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there are differences between various social groups in terms of 
power, wealth, status and opportunities (Goldthorpe, 1987; Halsey, 1986; Reid 
1998). However, individuals, each with their own background and sense of self, 
will react to such factors in a variety of ways. Some in powerful positions might, 
wish to close ranks and defend themsélves by suggesting that their position is 
inherited by right or earned by merit. Some among those who are less fortunate 
may accept the social order or even aspire to success in its terms. Others may try 
to contest it for, of course, to be able to question existing social arrangements is a 
fundamental right in our democratic societies. 

There is, thus, an ebb and flow in social change, a process of tension 
and struggle. There is a constant interaction between action and constraint, 
voluntarism and determinism, biography and history (Mills, 1959, Reading 4.1). 

A reflective teacher has responsibilities within this process which should not 
be avoided. With this in mind, we will now consider four aspects of the social 
context which are particularly significant for practice in primary schools: 
ideology, culture, resources and accountability. The influence of each can be 
traced at national, regional, local and school levels so that, although such issues 
sometimes seem distant, they affect children and teachers in classrooms in very 
real ways. 


For example, 


Ideology 


A dictionary definition of ideology states that it means a ‘way of thinking’. 
However, particular sets of ideas are often used, consciously or unconsciously, to 
promote and legitimize the interests of specific groups of people. Indeed, if a 
particular way of thinking about a society is dominant at any point in time, it is 
likely to be an important influence on education and on teachers’ actions. It may 
produce a particular curriculum emphasis and even begin to frame the ways in 
which teachers think about their work and relate with children. 

For instance, in the United States of America of the 1950s and the Cold War, 
anti-communist feeling was so great that it not only led to the now discredited 
inquisitions of the McCarthy Committee but also to a range of nationalistic 
practices in schools, re-interpretations of history and pressures to compete with 
the ‘enemy’, particularly after the 1957 launch of the Russian Sputnik satellite. 
Similarly, in the USSR and Eastern Block countries, before the revolutionary 
changes which swept Eastern Europe in 1989, pupils were taught highly selective 
views of history, of the values and achievements of their societies. They too were 
encouraged to compete, particularly to sustain exceptional international 
achievements in areas such as science and sport. In both cases, despite widely 
differing circumstances, it can be seen that the ideologies of key political elites 
interacted with the ‘common-sense thinking’ of the wider population to create 
particular ideological climates (see the work of Gramsci, 1978, for an analysis of 
such hegemonic phenomena). Although the influence of these ideological periods 
was enormous, they passed. 

The specific ideologies that influence primary education also come and 
go. For instance, the 1960s’ and 1970s’ professional ideology of child- 
centredness (Alexander, 1984) was gradually supplanted by new ideas. Indeed, 
the educational policies of successive Conservative governments from 1979 to 
1997 were based on the influence of ‘New Right’ ideologies and pressure groups 
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such as the Hillgate Group and the Campaign for Real Education. Members of 
these groups argued that educational standards should be raised by exposing 
schools to market forces. They thus advocated more parental choice and school 
accountability, values that have been perpetuated by New Labour since they were 
elected in 1997. Another belief was that basic literacy skills should be taught 
traditionally, together with key elements of British history and culture. In 
the 1980s and early 1990s such ideas were taken up by many in the media and 
there were repeated ‘moral panics’ (Cohen, 1972) in which public concern was 
orchestrated, for instance, over issues such as reading, spelling, ‘failing schools’, 
Shakespeare and teaching methods. The establishment of the National Literacy 
and Numeracy Strategies has furthered the emphasis on the traditional teaching 
of basic skills. 

In the post-war years, civil servants and educationalists had tended to 
moderate such politicial activity, when it (relatively infrequently) occurred. This 
in itself was a reflection of the influence of policy-making professionals’ own 
‘ideologies and ‘assumptive world’ (McPherson and Raab, 1988). However, they 
were unable to assert such influence in the late 1980s and 1990s, and there was 
a considerable struggle for control between politicians, civil servants and pro- 
fessionals over education policy (Ball, 1990; Bowe, Ball and Gold, 1992, Reading 
18.4). By the mid 1990s, it was absolutely clear that the politicians had prevailed. 
There were successive re-organizations at the Department of Education in 
England, a reduction in the scale and independence of Her Majesty’s Inspectors 
in favour of the new OFSTED inspection regime, creation of new bodies in 
England for curriculum and assessment and dismissal of the protests of teacher 
professional associations (see Pollard et al., 1994, Reading 18.5). The climate of 
public opinion thus created also appears to have influenced New Labour policies 
when they came to power in 1997. Indeed, the emphasis on high standards 
of performance intensified. However, new concerns were introduced in relation 
to educational access and enhancing opportunities, particularly in deprived 
inner-city areas and estates. New Labour continued and built on these new, 
centralized forms of political power, whilst gradually tilting policies and resource 
allocation to support their city electorates. 

Some historians have argued (for example, Simon, 1985, 1992) that such 
developments represent attempts to make the education system more effective 
as a means of ‘social control’. Indeed, authors such as Althusser (1971) saw 
education systems within capitalist societies as forms of an ‘ideological state 
apparatus’ which are designed for precisely this purpose. On the other hand, 
sociologists such as Collins (1977), Kogan (1978) and Archer (1979, Reading 
18.1) have argued that educational policies and provision are the product of 
competing interest groups and that control and power is more diffuse. In any 
event, years of legislation in England by both Conservative and Labour govern- 
ments radically changed what had previously been a very decentralized system, 
based on the relative autonomy of local education authorities. Centres of control 
and accountability were restructured. As the National Literacy and Numeracy 
Strategies demonstrate, teachers in England are now routinely required to 
respond to the direction of central government, and dramatic innovation and 
diversity by local authorities is a phenomenon of the past. This is not quite the 

same story in Scotland, Northern Ireland or Wales, where devolution has enabled 
the centralist tendencies of the English system to be significantly moderated. No 
77 
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ideology is all-powerful, and countervailing ideas emerge over time, based on 
their own power bases and social movements. The Parliament in Scotland now 
ensures that education policy will not be dominated by an English ideology, 
andthe National Assembly for Wales and the Northern Ireland Assembly, with 
more limited powers, act to interpret primary legislation and to develop their 
own new policy initiatives. However, all such measures simply reflect different 
sets of beliefs and power relations. In Wales, for instance, the Curriculum 
Cymreig and the compulsory teaching and learning of the Welsh language are 
particularly distinctive. In 2001, publication of school league tables of results was 
scrapped in Northern Ireland and Wales, and both also declined to require new 
teachers to take skills tests. Meanwhile, Scotland continued with what is, in 
principle, a non-statutory 5 to 14 Curriculum including environmental studies, 
integrated expressive arts and relatively light-touch assessment. Whilst the impli- 
cation of significant professional autonomy in Scotland may be something of an 
illusion in reality, it was only the English government that started promoting ‘city 
academies’ run by private companies. The relationships between the four major 
parts of the UK have always been complex and, of course, they continue to 
evolve. Whilst such complexity has increased since devolution, it is reassuring 
that the basic educational issues to be tackled remain much the same. If possible, 
reflective teachers should try to develop their understanding at this enduring 
level. 

In summary, we can note that the dominant patterns of thinking about 
primary-school practice, and much else, have thus changed considerably since 
the 1960s, and will change again. For example, in 2004, new ideas about 
‘Personalized Learning’ appeared to be gaining ground in England. Awareness of 
the concept of ideology makes it more likely that reflective teachers will be able 
to evaluate the values or interests that may lie behind government proposals. 
It is also worth remembering that societies and dominant ideologies are 
never static. At some point in time, critique and experience lead to re-evaluation, 
counter-proposals, development and change (Bowe, Ball and Gold, 1992, 
Reading 18.4). There will be no end to this dialectical story. 

Nor, however, should we forget that no one, including ourselves, is immune to 
the influences of ideologies. For instance, professional ideologies are always likely 
to remain strong among teachers — they represent commitments, ideals and inter- 
ests. Reflective teachers should be open-minded enough to constructively critique 
their own beliefs, as well as those of others. 


Culture 


Cultures can be seen as sets of shared perspectives. They often develop from 
collective activity-and from the creative responses of groups to situations. 
Furthermore, cultures endure over time and thus represent sets of ideas, perspec- 
tives, values and practices into which individuals are likely to be socialized. The 
playground cultures of children provide an example here. In one sense, children 
in friendship groups develop unique and particular ways of perceiving school life. 
Indeed, they use these as a means of understanding school and coping with it 
(Clarricoates, 1987; Davies, 1982, Reading 5.4; Pollard, 1987b). Yet at the same 
time, continuities in children’s culture, from generation to generation, provide 
a context which young children absorb (Opie and Opie, 1959; Sluckin, 1981). Of 
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course, particular manifestations of child culture are now strongly influenced 
by films, television, toys, publishing and other commercial activities, but they are 
still only played out through children’s collective agency. 

The community within the school provides another cultural context. This will 
influence and be influenced by the perspectives of parents, children and teachers. 
However, few communities can be characterized as single, united entities. Among 
the many divisions which may exist are those relating to ethnicity, language, 
religion, social class, gender, sexuality and to political or. personal values. The 
existence of such cultural diversity is particularly important in many inner-city 
schools and reflective teachers are likely to explore the relationship between 
cultures in young peoples’ homes, communities and school very carefully indeed 
(Vincent, 2000). A great deal of research has shown problems arising when 
working-class cultures are regarded as being deficient by those in schools (for 
example, King, 1978; Lareau, 1989; Sharp and Green, 1975). Similarly, insti- 
tutionalized forms of racism are likely to result if teachers fail to take appro- 
priate account of the perspectives of ethnic groups (Epstein, 1993, Reading 15.7; 
Troyna and Hatcher, 1992, Reading 15.8; Wright, 1992). Stereotypical percep- 
tions of teachers may also have gender or sexuality dimensions that could 
impinge in a number of ways on the educational opportunities of both girls and 
boys (for example, Thorne, 1993; Kehily, 2002). 

There are also likely to be cultures among the adults within each school. Those 
that are particularly important for teachers ara the professional ones which 
develop out of the staff-room — that backstage aréa where tensions are released, 
feelings are shared and understandings about school life are developed. This is 
the territory of the classroom teacher, and the resulting teacher cultures usually 
provide a source of solidarity and sympathy when facing the daily pressures of 
classrooms (Southworth et al., 1989, Reading 17.2). While colleagues may be 
stimulating and supportive of experimentation, they can also become protective 
of existing practices and inhibit innovation (Pollard, 1987a; Sedgwick, 1988). 

On a broader front, there are national and regional cultures, with wide 
differences across Europe (Thomas, 1989, Reading 4.2) and, say, between the 
worlds of rural Wales or Norfolk, and urban Glasgow or London. Indeed, the 
ways of life, assumptions and priorities of different parts of the UK have always 
been important to life in schools. 

Devolution has had a particularly significant effect as cultural differences 
become reflected in education policies. From 1999, with the establishment of the 
Scottish Parliament, the National Assembly for Wales and the Northern Ireland 
Assembly, previously diverse and complex UK arrangements have been simplified 
to enable a high degree of political autonomy in each home country. Scotland and 
Northern Ireland took responsibility for legislation for education and training 
within their territories, and Wales took executive control for the implementation 
of shared English—-Welsh legislation. There are many similarities between the 
four systems (Raffe et al., 1999) with the same broad institutional structure 
of schools and many other arrangements, On the other hand, there are also 
many notable differences. Of particular note is the role of the Welsh language 
and the Curriculum Cymreig in asserting a strong Welsh identity. In Scotland, 
education has been seen as ‘lying at the heart of Scottish identity’(Paterson, 
1998), with teachers as significant cultural leaders. Perhaps this explains why 
Scottish education has not been substantially challenged from London over the 
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past 20 years. Indeed, the 5 to 14 Curriculum reveals little of the influence of 
New Right thinking that was 50 influential in England, Rather, its origins can 
be traced back to the child-centred ideas of Primary Education in Scotland 
(SED, 1965), and a concern with the balance and coherence of the curriculum 
was retained long afer these had been sacrit® in England on the alter of 


basic skills (see Adams, 1999). In Northern Ireland, selective secondary edu- 
ee eal c-orlonion fe is now due to end in 2008. The 
) of professional co-ordination for initial teacher education and the early 


years of professional development is distinctive (DENI, 1999). Whilst the influ 
‘ence of the churches remains an enduring feature of education in Northern 
the new Curriculum and Assessment Review (CCEA, 2002) presents 
considerable innovations in the form of a broader curriculum with a strong 
emphasis on integrating different subjects and the inclusion of personal develop- 
ment as part of the formal curriculum, There are thus both important differences 
and enduring similarities across the UK. Institutional arrangements are likely to 
become increasingly distinct, and particular educational priorities are evident 
in each territory. On the other hand, there is little doubt that the four parts of 
the UK are interdependent, now developing through some kind of synergy 
of comparison as each home nation asserts its cultural identity. And, of 
course, the regions of England may not be far behind in demanding devolved 
Cultures have a huge impact on learning and behaviour, as is being progres: 
Mm sively pr oral the rapidly developing field of ‘cultural Se closy: 
(Bruner, 1986, 1990, Reading 7.8; Mercer, 1992, Reading 7.9; Pollard and 
fr Triggs, 2000, Reading 7.11; see also Chapter 7). For instance, Wertsch (1991) 
argues that the thinking of all learners is dependent on the ‘cultural tools’ that 
are available to them, These concepts and artefacts frame and mediate under 
standing and thus shape development. They will thus certainly have a direct 
impact on school performance. Similarly new learning may affect, or even 
change, the sense of identity of individuals, and such changes may or may not feel 
viable to them within their home culture. For instance, a classic study (Jackson 
and Marsden, 1962) showed the unease of working class boys on being sent out 
of their communities to a grammar school, and similar problems may affect the 
performance of children from minority ethnic groups today. It has been argued 
that organizations like schools can helpfully be seen as ‘communities of practice’ 
(Laye and Wenger, 1991) which evolve and maintain strong norms of behaviour 
ow thought, New members must learn how to conduct themselves and there may 
ie @ process of ‘cognitive apprenticeship’ (Rogoff, 1990) as new understanding 
oa However, depending on the social, cultural and economic back- 
row a new pupil or teacher, such induction may or may not be comfortable. 
Cultures can thus be exclusive as well as inclusive, particularly when organiza- 
tions feel the need to assert a narrow range of goal "Sadi a la 
Se hares SC east mika goals. Sadly, exclusion from school 
There is thus a sense in which cultures can both ena 
, t enable and constrain learning. 
arp they on to apie different opportunities for particular individuals 
cane | school cultures, it should be remembered that they 
panera to particular conditions — many of which they are unlikely to 
stoke crucial factor here is the availability and nature of resource dit 
vay BA ey CES, ANN 
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1.3 Resources 


Adequate resources are essential in education and we will distinguish four types 
here: people, buildings, equipment and materials, In both quality and quantity, 
these resources have an impact on what it is possible to do in schools and 
classrooms... 

Many people are involved in the life of a successful school and, for this reason, 
collaboration and teamwork are needed, irrespective of status, Apart from the 
head and the teaching staff, there are many others, such as cleaners, dinner 
supervisors, cooks, secretaries, classroom ancillaries and caretakers, who all have 
very important supportive parts to play. However, it is arguably the case that, 
from the educational point of view, the number, quality and of expertise 
of classroom are major factors in determining what is and what 
it is possible to°dé in schools. Teachers themselves are the most important 
resource, Where school governors and others make staff appointments, they have 
a particular responsibility to provide a teaching team with an appropriate balance 
of curricular expertise and teaching skill. This is far from easy, for schools are 
not funded on the basis of curriculum needs but on the basis of age-weighted 
pupil numbers. A very consistent feeling from teachers is that class size is a major 
factor in determining educational practice and there is much research which 

Mm supports this proposition (e.g. Glass, 1982; Pate-Bain et al., 1992, Reading 10.3, 
Blatchford, 2003). However, recent years have seen a welcome increase in the 
employment of classroom assistants and a gradual decrease in pupil-teacher 


Equipment is very significant because it is o! through the use of equipment 
that young children are able to get appropriate learning experiences in school. 
This ranges from hall and playground requirements to the instruments for music- 
making, the artefacts for historical work and the wide-ranging resource needs of 
modern science, maths and English curricula, The most challenging form of 
equipment for schools to maintain relates to information technology. This has 
been a fast-moving field in terms of both hardware and software, and variation 
in provision between schools is often considerable. However, very significant 
government funding schemes are making a major impact, in some areas. 

Materials are the bread-and-butter consumables of a school, such as paper, 
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pencils, creative and artistic materials. The quality of learning experiences will 
be directly affected by such provision. However, budgeting for them is often not 
easy, parental support is sometimes called for. 

Since the (1988) Education Reform Act, all schools in England and Wales have 
had ‘locally managed” budgets. Income is distributed annually from each LEA or 
direct from central government, on the basis of a formula (for some of the issues 
here, see Byrne, 1992; Hewton, 1986; Kingdom, 1991). This formula allocates 
a certain amount for each pupil on roll, plus certain other amounts in respect of 
social disadvantage, special educational needs or school size. Expenditure is the 
responsibility of the headteacher and governors. However, school managers often 
have relatively small sums to spend at their discretion, once fixed costs are taken 
out of the overall budget. For instance, the salaries of teachers and other staff 
often amount to around 75 per cent of the budget, followed by costs of building 
maintenance and school running costs. Only a relatively small percentage is left 
for books and materials. 

There are, however, some significant national resources that are accessible 
to all schools, particularly in relation to information technology. The National 
Grid for Learning is formed by the interconnection of learning networks and 
education services, and is delivered via the internet. Associated funds are avail- 
able for training and there is continuing work from various agencies to provide 
software and other forms of support through the medium of information and 
communications technology (ICT). 

All resources have to be paid for and, on a national basis, education is a 
significant expense. For instance, the annual education expenditure of public 
authorities in 2001-2 was 43.5 billion, which isa little over 5 per cent of the UK 
Gross Domestic Product (though, we might note, a lower percentage than many 
other EU countries). Almost half of this was spent at local government level, and 
education is by far the largest item in council budgets (about 70 per cent in some 
cases, of which the most significant item is teachers’ salaries). However, there is a 
significant centralizing trend in England in the funding of approved projects 
through applications to the DfES Standards Fund, or lottery sources such as the 
New Opportunities Fund, rather than via councils. Such payments have risen 
from 1 per cent of education spending in 1995-6 to over 6 per cent in 2000-1. 
Whilst English ministers seem to like this technique for exerting control, it has 
not been used with the same enthusiasm elsewhere in the UK. 

The key factor in school budgets remains the number of pupils on roll, and 
each school’s position in the quasi-market for pupil enrolments in its area is thus 
crucial to its resource base ~ hence the pressure for performance in formal 
assessments and in developing a positive local reputation. In many areas, some 
schools flourish whilst others may face gradually declining resources (see Dale, 
1996). Further resource differences emerge due to the fact that a considerable 
contribution to total school incomes can be made by parental fundraising and 
through links with commercial companies which bring in donations or sponsor- 

ship, Such activities can produce very significant annual funds and these tend to 
increase social divisiveness because of wide differences in the distribution of 
wealth and incomes within local areas and between different regions of the 
country. 

While resources structure the material conditions in which teachers work, the 
actions which they might take are also likely to be influenced by the degree of 
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autonomy which they feel they have. For this reason, we now focus on the issue 
of accountability. 


1.4 Accountability 


Teachers in the public education system are paid, through national,and local 
taxation systems, to provide a professional service. However, the degree of 
accountability and external control to which they have been subject has varied 
historically. 

In the first part of the ninteenth century, the ‘payment by results’ system of 
the late 1800s, although superseded, still left a legacy in the form of imposed 
performance requirements in reading, writing and arithmetic. Handbooks of 
suggestions for good practice were published regularly, as guidelines, but were 
not enforceable. However, from the 1920s teachers began to develop greater 
professional autonomy and in this they benefited from the acquiescence of succes- 
sive governments (Lawn and Ozga, 1986). In particular, the independence of 
headteachers within their schools, and of class teachers within their classrooms, 
emerged to become established principles. After the Second World War, as pro- 
fessional confidence grew, this independence extended into the curriculum: so 
much so that, in 1960, it was described by Lord Eccles, Minister for Education, as 
a ‘secret garden’ into which central government was not expected to intrude. 
Such confidence was probably at a high point in the early 1970s. 

Since then, the changing ideological, economic and political climate has 
resulted in teachers coming under increasing pressure: first, to increase their 
‘accountability’; and second, to denionstrate competent performance against 
centrally defined criteria. These developments were initially presented as a 
necessary reduction in the influence of the ‘producers’ (seen as teacher unions, 
administrators and theorists). This was supposed to enable educational provision 
to be shaped by the ‘consumers’ (seen as parents and industry, though with little 
direct reference to children and young people themselves) (Lawton, 1995). Later, 
the justification was in terms of applying modern personnel and performance 
management systems so that nationally prescribed curricula and pedagogies 
could be delivered, for instance, as set out through the Literacy, Numeracy, and 
new Primary Strategies. 

_. Some of the products of these trends can now be seen, and the example of 
nal England is particularly vivid (Barber, 2001, Reading 17.4). 

The specification of a National Curriculum, with associated assessment and 
pedagogic requirements, has been brought about through a series of initiatives 
following the Education Reform Act (1988). In England, successive government 
agencies were established to implement this transformation ~ the most recent of 
which is the Qualifications and Curriculum Authority (QCA). Together with 
other initiatives, such as the National Literacy and Numeracy Strategies and the 
DfES’s Standards and Performance Unit, curriculum, assessment procedures and 
teaching approaches are tightly specified, and the resulting pupil performances 
are monitored. Information from both standardized and teacher assessment of 
pupils must now be published to parents, together with written, annual reports. 
These results, and other indicators such as school attendance and exclusion 
figures, are used to judge the effectiveness of schools. 

The most powerful form of public accountability in England remains the 
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OFSTED inspection system. OFSTED was formed in 1992 when Her Majesty’s 
Inspectorate, previously independent for over 150 years, was scaled down and 
reorganized, OFSTED contracts teams of inspectors to make a structured report 
on every individual school in a regular cycle (see Chapter 17). Comparative data 
from schools serving similar socio-economic communities and baseline data 
from the school being inspected are used to evaluate levels of performance and 
improvement. The strongest signal of concern available to OFSTED is that a 
school be placed in ‘special measures’. This means that it is deemed to have been 
failing to meet expected performance standards under the present management. 
Support or even an alternative leadership team may be provided. 

With education now such a high profile public service, the media are vigilant 
in finding stories. Local press often offer the benign ‘good news’ variety, but 
teachers, schools or LEAs who are deemed to be under-performing have also 
become a regular feature for local, regional and national media. Such “naming 
and shaming’ is extremely distressing for those involved. 

At the institutional level, governing bodies, including representatives of 
teachers, parents, industry and the community, are legally responsible for many 
aspects of their schools, including the budget, buildings, staffing, curriculum 
and standards of performance. Whilst governors are not expected to take 
detailed decisions about the day-to-day running of the school, they do have 
responsibility for setting policy frameworks covering the major aspects of school 
life. Governors must monitor the effectiveness of school management, participate 
in staff appointment and dispute procedures, ensure that value for money is 
provided, and present an annual report to parents. “ 

Regarding teacher performance, levels of competence and expertise are now 

ioe related to career progression through a pay threshold (see the discussion of the 
Hay McBer model in Chapter 1). This was imposed on the profession in Wales, 
as well as England, despite arguments that it would undermine teamwork and 
destroy more informal appraisal schemes connected to school-based self- 
evaluation. The result, however, is that a clear career structure and ‘standards’ for 
initial training, induction as newly qualified teachers, subject leadership, pro- 
gression through the ‘performance threshold’ and training for headship has been 
established in England and Wales. Interestingly, similar models, but based on 
partnership and discussion among all parties, also exist in Northern Ireland 
and Scotland. For example, the Teacher Education Partnership Handbook of 
Northern Ireland offers very clear progression from initial teacher education 
through induction and onto early and continuing professional development. In 
Scotland, the General Teaching Council (GTCS) has recently been very active 
in promoting this discussion. 
_ Accountability can be seen as a crucial aspect of social context because it 
highlights legal requirements and shapes teacher decision-making. The con- 
cept of market competition ‘forcing up standards’ was crucial to the measures 
introduced by Conservative governments, and these ideas had enormous implica- 
Se fx ate ea ie Rei 06). Une 
to education should be it od with high epmmapeniien ae nee 
i, aang Napa ined wit high levels of ‘challenge to produce 
RAK ee (Pirie S$ improvement’ (Barber 2000). This is likely to 
area of much flux and considerable contest, particularly between the 
government and teacher unions. 
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The issue of accountability crystallizes many issues concerning the relation- 
ship between education and society. Should it be a relatively autonomous system 
or should it be under tight forms of control? Should teachers simply carry out 
centrally determined instructions, or should they use professional judgement? 
What, indeed, is the role of local democratic institutions in this? The history 
of our education system provides many fascinating instances of attempts to 
reconcile such dilemmas (Silver, 1980) and there are plenty of related current 
issues which a reflective teacher might consider. In particular, though, and follow- 
ing the dialectical model of social change which we discussed at the beginning of 
this chapter (Reading 4.1), the issues of accountability, autonomy and control 
pose questions of a personal nature for reflective teachers. How should each 
individual act? To whom do you feel you should be accountable — to children, 
parents, colleagues, your headteacher, local or national government, the media, 
inspectors, or yourself? 


PEOPLE 


Within the dialectical model, which conceptualizes the constant interaction of 
social structures and individuals, personal factors are the counterpart of social 
context. For instance, classroom life can be seen as being created by teachers and 
children as they respond to the situations in which they find themselves. Thus, as 
well as understanding something of the factors affecting the social context of 
schooling, we also need to consider how teachers and children respond, We begin 
by focusing on teachers. 


Teachers 


Teachers are people who happen to hold a particular position in schools. No 
apologies are made for asserting this simple fact, for it has enormous implications 
as we will see further in Chapter 5. Each person is unique, with particular cultural 
and material experiences making up his or her ‘biography’ (Sikes, Measor and 
Woods, 1985). This provides the seed bed for their sense of ‘self’ and influences 
their personality and perspectives (Mead, 1934). The development of each person 
continues throughout life, but early formative experiences remain important. 
Indeed, because personal qualities, such as having the capacity to empathize and 
having the confidence to project and assert oneself, are so important in teaching, 
much of what particular teachers will be able to achieve in their classrooms 
will be influenced by them. Of even greater importance is the capacity to know 
oneself, We all have strengths and weaknesses and most teachers would agree 
that classroom life tends to reveal these fairly quickly (Nias, 1989, Reading 5.1). 
Reflective teaching is, therefore, a great deal to do with facing such features of 
ourselves in a constructive and objective manner and in a way which incorporates 
a continuous capacity to change and develop. 

Teachers, as people, have opinions, perspectives, attitudes, values and beliefs. 
This particularly human attribute of being able to review the relationship of 
‘what is’ and ‘what ought to be’ is one which teachers often manifest when 
considering their aims and examining their educational values and philosophies. 
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While there has always been a good deal of idealism in the thinking of teachers of 
young, children, there has also always been a concern with tactical realism. 
Indeed, a very important factor which influences teachers’ perceptions in the 
classroom is that the teacher has to ‘cope’, personally as well as professionally, 
with the classroom situation (Hargreaves, 1978a, 1998; Pollard, 1982; Woods, 
1990; Sachs, 2003). For this reason, we would suggest that a fundamental 
element of classroom coping, or survival, is very deeply personal, for it involves 
teachers, with a particular image of their self, acting in the very challenging 
situation which classrooms represent. In this, it is important to remember that 
what it is possible to do in classrooms is constrained by the basic facts of large 
numbers of children, limited resources, compulsory attendance, a legally defined 
National Curriculum and other external expectations which exist about what 
should and should not take place. The ‘social work’ role of teachers in supporting 
children and parents in some communities is also considerable (Webb and 
ng Vulliamy 2002, Reading 4.3). 

In such circumstances, teachers face acute dilemmas between their personal | 

and professional concerns and the practical possibilities (Berlak and Berlak, 
ng 1981, Reading 1.3). They are forced to juggle with their priorities as they manage 

the stress which is often involved (Cole and Walker, 1989; Dunham, 1992; Sikes, 

1997) and as they come to terms with classroom situations. 

In recent years considerable attention has been paid to providing stronger con- 
tinuity in professional development, so that the situation of a traince, newly 
qualified teacher, established teacher, advanced skills teacher and headteacher 
is now very well defined. This may offer a sense of continuity for a career pro- 
fessional, and is certainly enabling government to provide more systematic forms 
of support and direction (DfEE, 2000). 

The final set of personal factors about teachers to which attention will be 

drawn relates to their position as employees. The first aspect of this is that 
teachers are workers and have legitimate legal, contractual and economic inter- 
ests to maintain, protect and develop (Lawn and Grace, 1987; Lawn and Ozga, 
1981). The notion of ‘directed time’, in reference to the 1265 hours per for 
which teachers in England and Wales are contracted, has now been combinec 
with criteria for performance measurement and salary awards. The effect is 
that teachers are under increasing pressure to undertake activities which are 
additional to basic classroom teaching. These may include attendance at staff 
planning meetings and parents’ evenings, and extra-curricular activities such as 
sport, clubs, choirs, orchestras and drama productions, or even evidence-based 
research as a form of continuing professional development (DfEE, 200 1a). Given 
such activity, a PricewaterhouseCoopers survey of working hours in 2001 found 
that primary teachers in England actually worked 2174 hours per year — far in 
excess of their contractual obligation. Such efforts may not be sustainable, and, 
it seems clear that a better balance has to be struck between educationa 
expectations and what it is reasonable to ask of people who happen to earn their 
living from teaching. It should never be forgotten that teachers also have their 
own personal lives outside the classroom and their own independent identities - 
however challenged these may be by work and the complexities of modern 
society (Maclure, 2000). Many teachers have family responsibilities, as well as 
other interests which may be important to their own personal development 
(Acker, 1989; Bell, 1995; Evetts, 1990; Thomas, 1995). 
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Children and families 


As with the personal factors associated with teachers, the most important point 
to make about children is that they are thinking, rational individuals (Corsaro, 
1997; James, Jenks and Prout, 1998). Each one of the many millions of school 
pupils in the UK has a unique ‘biography’, and the ways in which they feel about 
themselves, and present themselves in school, will be influenced by their under- 
standings of previous cultural, social and material experience in their families and 
elsewhere (Bruner, 1986). Through their compulsory education, from age 5 to 16, 
most children develop a relatively clear sense of their identity as learners (Jackson 
and Warin, 2000, Reading 5.6; Pollard and Filer, 1996, Reading 5.5 and Pollard 
and Triggs, 1997, Reading 7.11). Indeed, pre-school experience and social pro- 
cesses in the primary school lead them to perceive themselves as relative school 
failures or successes. The foundations of their ‘learning disposition’ and stance 
as a ‘life-long learner’ become established, and there is no doubt that this 
is the crucial age phase for educational inyestment (Karoly et al., 1998) as 
demonstrated by recent major initiatives such as Sure Start and Neighbourhood 
Nurseries. As children progress through secondary schools, with their complex 
systems of setting, banding, options and ‘pathways’, these self-perceptions are 
further reinforced or modified (see also Lawrence, 1987, Reading 6.7). At the 
point of leaving schooling and entering the worlds of college or work, children’s 
life trajectories are thus likely to be well established. Teachers should thus 
not lose sight of the fact that, in their daily work, they are shaping long-term 
life-chances and identities, as well as working towards immediate targets for 
performance. 

Perhaps the most important fact to be considered is the huge range of attributes 
and experiences that children may bring to school. Factors, such as sex, social 
class, race, language development, learning styles, health and types of parental 
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support, are hugely complex-in their effects (Maden, 1999, Reading 15.1). 
Indeed, although broad but important generalizations about patterns of 
advantage and disadvantage can be made (Halsey, Heath and Ridge, 1980; 
Osborn, Butler and Morris, 1984; Rutter and Madge, 1976), it is foolish to 
generalize in specific terms about their ultimate consequences. This caution is 
made even more necessary if it 1s acknowledged that factors in children’s back- 
grounds can influence, but not determine, consequences. Nevertheless, children 
are faced by many challenges in the modern world (see Pollard and Triggs, 
Reading 4.4). For instance, the Institute for Fiscal Studies (1995) reported that 
3.7 million children in the UK were growing up in families living on, or below, the 
poverty line (being dependent on Income Support benefits or with a household 
income below this level). A report by the Joseph Rowntree Foundation 
(Middleton, 2000) showed that income inequality widened rapidly from 1983 to 
1999, with the lowest paid being worse off in both absolute and relative terms. 
Their 1998 report (Howarth et al.) recorded that over 8 million people in the 
UK are in households where disposable income, after housing costs, is less than 
40 per cent of average income. The family circumstances in which children 
develop are becoming increasingly diverse, with UK marriages at their lowest 
number since the 1920s (Central Statistical Office, 1995), and poverty is par- 
ticularly associated with one-parent familes and ‘looked-after’ children. Other 
factors also have important impacts, such as the growing diversity of cultures 
and social groups in our societies and the multiple influences of new forms of 
youth culture and mass media. Black children are substantially over represented 
among the 10-15,000 children excluded from school each year and, of course, 
those excluded often, generate personal respect through strong alternative (but 
non-educational) identities. 

However, coming between children’s backgrounds, biographies and experi- 
ences and their educational development is the whole issue of how pupils actually 
respond to their circumstances and, indeed, of how teachers provide for them. 
Like teachers, children have to learn to cope and survive in classroom situ- 
ations in which they may well feel insecure (Jackson, 1968, Reading 6.2). Child- 
ren’s culture and the support of a peer group are considerable resources’ in 
this. However, such cultural responses by children can also pose dilemmas in 
class when children try to satisfy personal interests by attempting to please 
both their peers and their teacher. Creative strategies are called for and these 
may cover a range from conformity through negotiation to rejection. Once again 
then, we wish to consider the importance of the subjectivity of the perspec- 
tives which teachers and children develop as they interact. Such perspectives are 
likely to be a great influence on the motivation which children feel and on the 
ways in which learning is approached (Pollard, 1987b, Pollard and Filer, 1996, 
Reading 5.5). 

Above all, though, we must never forget that children are placed in the role of 
‘pupils’ for only part of each day. It is no wonder that families, friends, relation- 
ships, television, film, computer games, music, fashion, sport, etc., are important 
to them. A reflective teacher, therefore, must aim to work with an understanding 
of the culture of young people. Indeed, it is very unwise to try to do otherwise 
and, if connections can be made, then pupil culture can itself provide an excellent 
motivational hook into schoolwork. 

Parents and carers can play a particularly important role in supporting children 
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and their learning. They are often thought of as supplementary teachers, with an 
advantageous 1:1 teaching ratio, and this has certainly been proved to be effective 
in supporting the development of early literacy. Indeed, work with parents and 
carers is an increasingly significant element of the work of early-years’ teachers. 
Since their 1998 consultation document ‘Supporting Families’ (Home Office, 
1998) the Labour government have continued to emphasize the importance of 
parenting, for example through the provision of parenting programmes within 
the Sure Start initiative. However, they have also developed punitive measures, 
through Parenting Orders, where parents are seen to be condoning a child’s 
truancy, anti-social behaviour or offending (DfES, 2003), Perhaps the most 
important role for parents and carers today is in providing a source of stable 
emotional support for each child as he or she encounters new challenges in 
school. Reay has provided a fascinating analysis of this as a form of ‘emotional 
capital’ (2000, Reading 4.5). Schools are increasingly pressured places, and there 
is a need for someone to really nurture the developing child from day to day, 
year to year. It is not necessary to be well-off financially to do this, indeed, the 
most valuable contributions are probably time, patience, understanding and 
affection. There is also an increasing understanding that all families and 
communities, including those that may seem disadvantaged, have ‘funds of 
knowledge’ that should be tapped to enhance children’s learning (Moll and 
Greenberg, 1990). Social circumstances do, however, radically affect partici- 
pation (Reay, 1998; Vincent, 1996, 2000) and children’s voices can sometimes be 
inadequately recognized (Crozier, 2000). However, if processes for supportive 
knowledge exchange between such parents and teachers could be established, 
the potential for enhancing children’s learning is enormous (Hughes and Pollard, 
2000; Desforges with Abouchaar, 2003). However, working with children’s 
parents is by no means easy, for it may require teachers to open themselves up 
professionally. It is a suitable challenge for a reflective teacher. 


CONCLUSION 


The intention in this chapter has been to discuss the relationship between society 
as a whole and the people who are centrally involved in education. This is because 
school practices and classroom actions are influenced by the social circumstances 
within which they occur. It has also been argued that individuals can, and will, 
have effects on future social changes, though the degree of influence ebbs and 
flows at different phases of history. 

A theoretical framework of this sort is important for reflective teachers. The 
provision of high-quality education is enhanced when social awareness is devel- 
oped as well as high levels of teaching skills, and when individual responsibilities 
for professional actions are taken seriously. 

This fundamental belief in the commitment, quality and role of teachers 
underpins the book. At a time when central control over education has been 
tightened, the analysis remains optimistic. High-quality education is not 
possible without the committed professionalism of teachers. To a great extent, 
this depends on personal commitment and the extent to which we identify with 
the professional role. This is a major theme of the next chapter. 
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Key readings 

These suggestions concentrate on the theoretical framework which has been introduced, 
rather than on the topics through which it has been illustrated. The latter are all covered in 
more detail elsewhere in the book, and can be accessed via the Index. 

On the theoretical framework which has been introduced, with its juxtaposition of 
social context and individuals, two classic books may be helpful. Chapter 1 of Mills and 
Chapters 4 and 5 of Berger are particularly relevant. 


Berger, P. L. (1963) 

Invitation to Sociology: a Humanistic Perspective. 

New York: Doubleday. 

Mills, C. W. (1959) 

The Sociological Imagination. 

Oxford: Oxford University Press. ing) Reading 4.1 


For a readable analysis of British society, which illustrates aspects of this framework, see: 


Halsey, A. H. (1986) 
Change in British Society. 
Oxford: Oxford University Press. 


For a yery general introduction to educational themes for a professional and non- 
professional readership, see: 


Matheson, D. & Grosvenor I. (1999) 
An Introduction to the Study of Education. 
London: David Fulton. 


The best book to read to understand New Labour’s approach to education was written by 
Michael Barber, a close adviser to the Prime Minister, Tony Blair, and Head of the No. 10 
‘Policy Delivery Unit’. 


Barber, M. (1996) 
The Learning Game: Arguments for an Education Revolution. 
London: Gollancz. ing Reading 17.4 


Coffey offers a more specific analysis of education, showing how national policy changes 
impact on schools, identities and biographies: 


Coffey, A. (2001) 
Education and Social Change. 
Buckingham: Open University Press. 


A collection of contributions from key policy thinkers explores the impact of education 
reforms in four years of Labour government: 


Fielding, M. (ed.) (2001) 
Taking Education Really Seriously. 
London: RoutledgeFalmer. 


Distinctions in each part of the UK are reviewed in: 


Gearon, L. (2001) 
Education in the United Kingdom: Structures and Organisation. 
London: David Fulton. 
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Updated basic information is available from the annual review of Britain from the Office 
of National Statistics: 


Office for National Statistics (annually) 
Britain: The Official Yearbook of the United Kingdom. 
London: The Stationery Office. 


The issues are applied to primary education in: 


Richards, C, and Taylor, P. H. (eds) (1998) 

How Shall We School Our Children? Primary Education and its Future. 
London: Falmer. 

Richards, C. (ed.) (2001) 

Changing English Primary Education: Retrospect and Prospect. 
Stoke-on-Trent: Trentham. 


Two classic case-studies of primary schools which specifically attempt to trace links 
between individual actions and the wider social context are: 


Pollard, A. (1985) : 

The Social World of the Primary School. 

London: Cassell. inal Reading 6.4 
Sharp, R. and Green, A. (1975) 

Education and Social Control. 

London: Routledge and Kegan Paul. 


Three very different illustrations of the uses of the basic framework are also provided by: 


Connell, R. W., Ashden, D. J., Kessler, S. and Dowsett, G. W. (1982) 
Making the Difference: Schools, Families and Social Division. 
Sydney: Allen and Unwin. 

Humphries, S. (1982) 

Hooligans or Rebels? 

Oxford: Blackwell. 


Grace, G. (1978) 
Teachers, Ideology and Control. 
London: Routledge and Kegan Paul. 


Connell et al. provide a comparative perspective with an analysis of school processes 
within Australian society. Humphries is based on oral histories and analyses the education 
of working-class children, whilst Grace is an historical study of the development of the 
teaching profession. 

Readings for Reflective Teaching (the companion volume) offers other closely associated 
work on the issues raised in this chapter. This includes work by authors such as: 

C. Wright Mills, Norman Thomas, Rosemary Webb, Graham Vulliamy, Andrew Pollard, 
Pat Triggs and Diane Reay. 

RTweb offers additional professional resources for this chapter, These may include 
Further Reading, illustrative Reflective Activities, useful Web Links, and Download 
Facilities for diagrams, figures, checklists, activities. 
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CONCLUSION 


Introduction 


Enhancing professional standards and competences 


Teaching tends to attract people who care about their profession, and care 
about the children with whom they work, This is true across the UK, and 
is clearly reflected in the values expressed by the four General Teaching 
Councils (GTCs). In Northern Ireland the commitment is reflected in a core 
statement of ‘professional values’ that each new teacher is expected to have. 
He or she should: 


© like and care for children, and seek to promote the development of the 
whole child 
© be enthusiastic about teaching and committed to the value of the 
education process 
© believe in the promotion of equal opportunities 
© possess high professional standards. 
(Northern Ireland Department of Education, 1999, 
The Teacher Education Partnership Handbook, core criteria 2.1) 


In England, a similar, but subtly different, set of value standards has been 
identified. Teachers should: 


© have high expectations of all pupils, respect their social, cultural, 
linguistic, religious and ethnic backgrounds, and be committed to 
raising their educational achievement 
© treat pupils with consistency, respect and consideration, and have 
concern for their development as learners. 
(TTA 2002, Standards for the Award of QTS, standards 1.1 and 1.2) 


‘Fast Track Values’ of ‘integrity, fairness, commitment and a passion for 
learning and education’ are suggested (DfES 2003). 


Such value statements are a considerable advance from the expectations in 
England of 1846 (see Chapter 1, Figure 1.3), which illustrates how things 
change and develop over time. This chapter will help you think through your 
own value commitments and your understanding of, and empathy for, young 
children. 


INTRODUCTION 


This chapter is concerned with the teachers and children in classroom life and 
with the feelings and perceptions they hold in relation to themselves and others. 
A key issue is that of their ‘identities’ as unique individuals and how they relate 
these identities to the roles that they must fulfil in classrooms. Understanding 
such issues is crucial to the provision of ‘personalised learning’ (DfES, 2004b). 

In the first section of this chapter we focus on ourselves as teachers and pay 
particular attention to three central issues: the qualities of ourselves as unique 
individuals; our strengths and weaknesses in taking on the role of teacher; and 
the values and commitments which we hold. The second section focuses on 
understanding children and young people as pupils. 
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There are nine Reflective Activities within this chapter, but more may be found 


on RTweb. 


KNOWING OURSELVES AS TEACHERS 


In considering ourselves as teachers, the first step is to consider the person we 
are. We could do this in terms of social, cultural and educational background, 
experience and qualifications, position, interests and personality. Such factors 
make up our ‘personal biography’ and together they can be seen as contributing 
to the development, within each of us, of a unique sense of ‘self’: a conception 
of the person we are. Social psychologists argue that this sense of self is par- 
ticularly important because of the way in which it influences our perspectives, 
strategies and actions (Rosenberg, 1989; Secord and Backman, 1964). This is as 
true for teachers and young people in classrooms as it is for anyone else 
(Hargreaves, 1972; Kohl, 1986; Nias, 1989). Each individual is thus seen as 
having a ‘self-image’ which is based on a personal understanding of the charac- 
teristics which. he or she possesses and on an awareness of how others see 
his or her ‘self? (Hall and Hall, 1988). Individuals may also have a sense of an 
‘ideal-self’, that is, of the characteristics which they may wish to develop and of 
the type of person which they might want to become. An individual’s self-esteem 
is, essentially, an indicator of the difference between their self-image and their 
ideal-self. 

The concept of ideal-self introduces the question of values, aims and com- 
mitments which individuals hold and to which they aspire. This is important 
because individuals in society, including teachers and pupils, actively interpret 
their situation in terms of their values, aims and commitments. Furthermore, 
teachers’ values have considerable social significance because of the responsi- 
bilities of their professional position. Thus reflective teachers need to consider 
their own values carefully and be aware of any implications. In some circum- 
stances, these could be very radical, as Paulo Freire demonstrated (Freire, 1999, 
Reading 18.2). 

This brings us to a second set of factors which are to do with the ‘roles’ which 
are occupied by a teacher — or by a pupil too. Whilst teachers and pupils do not 
simply act out particular ascribed roles, it is certainly the case that expectations 
have developed about the sort of things that each should do. These expectations 
come from many sources: for example, headteachers, parents, governors, school 
inspectors, government and the media. Unfortunately expectations are frequently 
inconsistent. Thus teachers and pupils have to interpret these pressures and make 
their own judgements about the most appropriate actions. 

Finally, more recent work in the field of educational studies has brought a new 
and more dynamic perspective to bear on the process of looking at teacher and 
pupil identity. This work suggests that we all inhabit multiple ‘subject positions’, 
and that our identities are fluid and fragmented, and are negotiated in social, 
political and cultural contexts through our interactions and relationships with 
others (Maclure, 2000.) Such a ‘post-modern’ perspective leads us to challenge 
simplistic, inflexible and externally imposed notions of teacher or pupil identity, 
for example, by asking what it means to be ‘male’ or ‘Black’ (Blair, Holland 
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and Sheldon, 1995; Griffiths, 1995; Maclure, 2001; Marshall, 1994; Wexler 
et al., 1992). 

Few teachers, however committed, can hope to fulfil all their aims if the con- 
text in which they work is not supportive. For instance, some parents may have 
one set of educational priorities: staff may take up another value position. The 
established practices of the school may not support the particular styles of teach- 
ing which a teacher would wish to adopt. Staff may disagree with some aspects 
of government policy; the resources needed may not be available. For reasons 
such as these, teachers must continually adapt: they must know themselves and 
the situations in which they work, and they must be able to make astute strategic 
judgements as they seek to achieve personal and professional fulfilment and to 
resolve the dilemmas posed by idealism and pragmatism. 


Analysing ourselves 


Studies such as those of Huberman (1993), Goodson (1992), Thomas (1995) and 
Nias (1989, Reading 5.1) have shown that most people enter the profession with 
a strong sense of personal identity and of personal values. For instance, Nias 
reported that this sense of self was so strong that many teachers saw themselves 
as ‘persons-in-teaching’ rather than as ‘teachers’ as such. Clearly, if this is so, then 
the openness and willingness to change and develop, which is implied by the 
notion of reflective teaching, is dependent on the qualities and degree of con- 
fidence of each teacher’s sense of self and the relationship of ‘self’ to ‘role’. One 
issue of particular interest is that of achieving personal fulfilment from teaching. 
This seems to be most likely when there is a congruence between each teacher’s 
personal sense of self and the ways in which they are expected to present their self 
in school - their public display. 

This work raises a number of important points, particularly the need to 
develop self-knowledge. Easen (1985) has provided a useful framework for 
developing such understanding. He suggests that we can distinguish between a set 
of characteristics which we see as being part of ourselves (as representing our 
self-image) in contrast to a set of attributes which other people attribute to us on 
the basis of observation and interaction with us. There is also an unknown area of 
potential for self-development. 

Using a model of this sort, one can distinguish between the following: 


© our public display: aspects of ourselves which we project and others also see 

presented 

our blind spots: aspects of ourselves which others see but we do not recognize 

© our dreamer spots: aspects of ourselves which we know are there, or would 
like to be there, but of which others are unaware 

© our untapped reservoir: our unknown potential, of which we are also 
unaware. 

These aspects are indicated in Figure 5.1. Gaining self-knowledge is not some- 

thing which one can simply ‘do’ and complete in a single activity. It is something 

which develops over time, as a conscious process which goes on throughout 

life. As reflective teachers we will be aware of how much our biographies affect 

what we think and do (see Maclure, 2000). It is helpful and interesting to recall 

experiences at home and at school which you feel were significant - exchanging 
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Others’ perceptions Own perceptions 


Dreamer spots 


Blind spots Public display 


Our untapped reservoir 


Figure 5.1 Seen and unseen aspects of ‘self’ 


Reflective activity 5.1 
Aim: To analyse dimensions of our ‘selves’ 


Evidence and reflection: Think of specific and memorable incidents in which 
you were centrally involved. Try to identify the most prominent charac- 
teristics of your ‘self which they reveal. It may be helpful to situate your 
reflection (e.g. as a ‘parent’, as a ‘child’, as a ‘pupil’, as a ‘trainee’, as a 
‘teacher’). 
Try to identify: 

ste Dreamer spots. . . 

(parts you would like to develop) 


2. Blind spots. . . 
(parts you do not often face up to) 


Se Public display... 
(parts you publicly present) 


4. Untapped reservoir . . . 
(parts you think might be there) 


eNE whe whe whe 


It would probably be beneficial to do this exercise with a friend. It could help 
you to deepen your understandings, share and explain your perceptions, 
whilst providing mutual support. 


Extension: Clearly, the challenge of being a reflective teacher is intimately 
bound up with reflection on such personal issues. It is about replacing blind 
spots with insights, about developing dreams and ideals into realities, about 
tapping potential and facilitating learning. 
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memories with a colleague is a good way to do this. However in Reflective 
Activity 5.1 our main purpose is to draw attention to a different aspect of self- 
awareness. 

However, it is necessary to consider the fact that developing such self-awareness 
can involve a process of self-discovery which may, at times, be threatening and 
painful. The work of Carl Rogers (1961, 1969, 1980) is useful here. Rogers 
writes as a psychotherapist who has developed what he calls a ‘person-centred’ 
approach to his work. His central argument is that: 

individuals have within themselves vast resources for self-understanding and for 

altering their self-concepts, basic attitudes and self-directed behaviour. 

(1980, p. 115) 

In addition to the focus on inner self-development, Rogers also suggests that 
personal development is facilitated by genuine acceptance by others. This has 
great relevance for professional and personal development in teaching. In particu- 
lar, it points to the importance of working collaboratively with colleagues and 
developing open, trusting relationships. Such relationships should not only pro- 
vide an alternative source of insights into our own practice but should also pro- 
vide the support to face and deal with whatever issues may be raised. Recent 
work in the field of school effectiveness identifies the importance of schools 
developing cultures in which teachers are supported in taking risks, changing 
their practices and growing in effectiveness, creating ‘earning communities’ in 
which teachers are also learners (Hopkins, Ainscow and West, 1994; MacBeath 
and Mortimore, 2001, Reading 17.1; Southworth, Nias and Campbell, 1992, 
Reading 17.2; MacGilchrist, Myers and Read, 1997; Nixon, 1996). 


Articulating values, aims and commitments 


In beginning to consider our personal sense of values and how, when and where 
they arise, it is important to establish a basic point: our perspectives and view- 
points influence what we do both inside and outside the classroom. The values we 
hold are frequently evident in our behaviours, and thus, in our teaching. 

Identifying values and aims is difficult, and so, too, is trying to identify what to 
look for in the learning environments we create and inhabit, which could tell us 
whether we are putting our aims into practice. The reflective teacher needs both 
to identify values, aims and commitments and to consider indicators of their 
actual implementation. Only then will we be able to judge whether what we do 
really matches what we say we believe. 

One important step is to see that our own individual beliefs reflect our social 
position, previous experience and historical location. This is one reason why 
beliefs can be so difficult to change, since there can be significant material and 
cultural foundations to them, or edifices built upon them. Indeed, beliefs can often 
appear to be representations of ‘objective truths’, or ‘natural facts’, rather than 
socially constructed perspectives. One useful way forward can be to group such 
beliefs ana co link them to educational ideologies (see Chapter 4, Section 1.1). 
These value positions and ideological perspectives can be labelled in many differ- 
ent ways — itself a challenging activity for a reflective teacher. We have identified 
seven positions below which we feel are, or have been, particularly important. 


Social democracy. This is characterized by an egalitarian value-position anda 
focus on the potential of education as an instrument of gradual social change. 
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This was a prevalent ideology in the post-war years and, for a period, seemed 
to have a degree of all-party support in the UK. 

Liberal romanticism. An example of this is the highly individualistic, ‘child- 
centred’ view of education focusing on the unique development of each child, a 
view which values diversity and individual difference. This is the ideology 
which was endorsed by the Plowden Report (CACE, 1967), and which 
underpinned the Free School Movement. 

Traditional educational conservatism. A perspective that emphasizes the 
transmission of established social values, knowledge and culture through a 
subject-oriented approach and which also has a particular emphasis on uphold- 
ing ‘standards’. This was the explicit ideology of the Black Papers (e.g. Cox 
and Boyson, 1975; Cox and Dyson, 1969) and was an important element of 
the thinking of the 1970s and 1980s e.g. Hillgate, 1987; Scruton, 1986]. This 
ultimately led to the Education Reform Act (1988), the National Curriculum, 
and new forms of assessment and testing. 


Economic pragmatism. An instrumental approach focusing on the individual’s 
acquisition of useful skills. The term ‘yocationalism’ is sometimes used where 
the emphasis shifts, perhaps at times of high unemployment, to directing indi- 
viduals to acquire skills economically useful to society. In England this 
approach is evident in recent debates concerning the need for basic skills and 
the National Literacy and Numeracy strategies, the reformation of the Post-16 
Curriculum, and development of vocational education. 


Social radicalism. An approach which is based on a commitment to develop 
education as a means of combating inequalities in society and promoting, social 
justice. Proponents support positive action regarding such issues as sexism, 
racism, homophobia, social class, disability, rights and the distribution of 
power and wealth (Arnot and Weiler, 1993; Gilborn, 1995). Some 1980s’ 
policies of the Inner London Education Authority, before it was disbanded, 
reflected this approach and the commitments, if not the actions, are embedded 
in UK laws (e.g. Race Relations Act, 1976; Sex Discrimination Act, 1975; 
Disability Discrimination Act, 1996) and international conventions (e.g. 
United Nations Declaration on Human Rights, 1948; Convention on the 
Rights of the Child, 1989). 


Neo-liberal conservatism. A set of beliefs, going back to Adam Smith, about 
the efficiency of free-market forces in allocating resources and raising stand- 
ards in the provision of goods and services (No Turning Back Group of MPs, 
1986; Sexton, 1987, 1988); Chubb and Moe, 1990). As O’Keefe (1988) put it: 
‘If you do not like the groceries at one supermarket, try another.’ These ideas 
have been very influential in the 1990s’ restructuring of education in countries 
such as New Zealand, Australia and the United States of America, as well as in 
the UK (Bridges and McLaughlin, 1994; Gewirtz, Ball and Bowe, 1995). 


New Labourism. An attempt, initiated by Tony Blair in the mid-1990s, to seta 
new social democratic agenda for the Labour Party, and aimed to distance 
new policies both from previous Labour Party commitments and from the 
neoliberal conservatism of John Major’s government. Characterized by 
toughness’ regarding the quality and performance of public services, but also 
by a strong commitment to inclusion, this approach led to unexpected 
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endorsement of private enterprise in public services (for an interim review, see 
Fielding, 2001). 


Such educational ideologies are often not expressed or experienced in their 
‘pure’ form. Indeed, the multiplicity of voices attempting to influence national 
educational policy has the potential to make it harder. for teachers and school 
communities to clarify their own value positions. However, reflective teachers 
should aim to develop their own clearly defined personal perspective as a-guide to 
everyday action and practical policies. 


Reflective activity 5.2 


Aim: To identify general aims which you hold for your pupils’ learning. 


Evidence and reflection: List your ‘top three’ aims, and number them in order 
of importance. 


Extension: How do your aims relate to your ‘value-position’? How do 
your aims compare with your colleagues? What are the implications of any 
similarity or difference? 


To investigate our value-positions in greater depth the work of Eisner and 
Vallance (1974) is helpful. They distinguish three main dimensions upon 
which varied value-positions are held. They suggest these are best represented 
as continua: 


individual —— society 


(ie. whether education should be geared to meet individuals’ needs and 
demands, rather than to educational provision being planned to meet the needs 
of society) 


values ——> skills 


(ie. whether education should focus on developing individuals’ sense of values 
in a moral and ethical context, or on developing their skills and competencies) 


adaptive ——— reconstructive 


(ie. whether education should prepare individuals to fit.into the present 
society, or should equip them to change and develop it) 


By identifying these three dimensions, it may be possible to clarify where each 
of us stands regarding our value-positions. For example, a trainee might place 
herself at the ‘individual’ extreme of the first dimension, tend towards the ‘skills’ 
extreme of the second dimension and feel most comfortable with the ‘adaptive’ 
extreme of the third dimension. Such a person would, therefore, be committed to 
an educational system which aimed at developing individuals with the skills and 
competencies to fit into the given present society. She would feel less ethical 
concern for the needs of society as a whole or desire to:consider the possibilities 
and processes of change. 

The importance of identifying our value-positions is threefold. First, it can 
help us to assess whether we are consistent, both in what we, as individuals, 
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believe and in reconciling differences which may exist in a school between 

=. colleagues working together. Second, it can help us in evaluating and responding 

to external pressures and changes to our work as teachers — as ‘creative 
mediators’ of policy (see Chapter 1, Section 2.7 and Osborn, McNess and Broad- 
foot, 2000, Reading 1.4). For an excellent example of this, see Woods (1995, 
Reading 5.3). Third, it can help us to assess whether what we believe is consistent 
with how we actually behave: that is, whether our ‘philosophy’, or value system, 
is compatible with our actual classroom practice. For instance, although official 
and professional support was given to child-centred teaching methods through- 
out most of the 1970s, there is considerable evidence that, in practice, they were 
not nearly so widespread as was once thought. Both HMI (DES, 1978) and the 
ORACLE survey (Galton et al., 1999, Reading 13.1; Galton, Simon and Croll, 
1980) found only limited evidence for ‘progressive practices’. Such gaps between 
aspirations and actual achievements are very common in all walks of life but for 
a reflective teacher it is particularly important to examine them. One useful way 
of monitoring such issues in ourselves is to identify and focus on key indicators 
of our value-positions which we would expect to be reflected in our school and 
classroom practices. 

In a sense, the whole of this book is dedicated to helping us to analyse our own 
behaviour and its consequences in the light of our own beliefs. We may get help 
from the General Teaching Councils in our part of the UK, such as the Scottish 
GTC which has protected professional values since its foundation in 1966. In the 
end, however, there are many personal decisions to be made. It is helpful, too, to 
be aware of the ways in which classroom experiences actually shape our thinking 

ing as teachers. For example, Cortazzi (1990, Reading 5.2) identified a number of 
very grounded polar opposites, which are quite chastening. 


1.3 Examining our perceptions of pupils 


Just ag it was important to understand what we expect of ourselves as ‘teachers’, 
S0, too, it is important to understand what we expect of ‘pupils’. 

All of us are likely to have preconceptions and prejudices about what children 
should be like as pupils. For instance, it has been found that teachers are affected 
by children’s sex, race or social class and even by their names (Meighan, 1981). 
If, as teachers, we hold such preconceptions, it can result in treating children in 
different ways, according to these preconceptions. Children then tend to respond 
differently, which reinforces our original preconceptions. Such labelling, or 
stereotyping, can lead to a phenomenon known as a ‘self-fulfilling prophecy’ and 
could result in considerable social injustices (Brophy and Good, 1974; 
Nash, 1976; Sharp and Green, 1975), particularly if it emerges in official assess- 
ment (Filer, 2000; Filer and Pollard, 2000). The reflective teacher, therefore, 
needs to question the bases for any differential treatment of the children in the 
class. This means examining the evidence upon which we base our conceptions 

iets of individual children. We need to try and ensure that opinions are based on 

impartial assessment, systematic and careful observation and discussions, 

rather than on prejudiced or haphazard impressions (see also Chapter 15 and 
Reading 6.6). 

Pe Teachers do, of course, have to develop ways of understanding, organizing and 

grouping children in order to respond effectively to their educational needs. 
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Within the classroom however, this should be done with regard for the purposes 
of each particular situation or learning activity. An inflexible form of classroom 
organization is almost bound to disadvantage some children unnecessarily. 


Reflective activity 5.3 
Aim: To understand our perceptions of ‘pupils’. 


Evidence and reflection: First, without referring to the register or any lists, 
write down the names of the children in your class. Note which order you 
have listed them in and which names you found hard to remember. What does 
the order tell you about which children are more memorable than others, and 
for what reasons? ; : 

Second, use your complete class-list to generate the ‘personal constructs’ 
which you employ. To do this, look at each adjacent pair of names and write 
down the word that shows how those two pupils are most alike. Then write 
down another word which shows how they are most different. 

When you have done this with each pair, review the characteristics that you 
have identified. What does this suggest to you about the characteristics by 
which you distinguish children? What additional qualities do the children 
have which these constructs do not seem to reflect and which perhaps you do 
not use? (See also Chapter 3, Section 3.24.) 


Extension: Consider, perhaps with a colleague, the results of this activity and 
note any patterns that might exist: for example whether some of your ideas 
relate more to boys than girls, or to children from different class/race/religious 
backgrounds. There may also be a variety of constructs that relate to such 
things as academic ability, physical attributes or behaviour towards teachers 
or other children. 


KNOWING THE CHILDREN AS PUPILS 


Developing an understanding of the children as pupils requires that a reflective 
teacher should empathize with what it is like to be a ‘pupil’ at school as well as 
develop personal knowledge of and rapport with individual children. This is a 
foundation for establishing good behaviour and a learning atmosphere in the 
classroom. It is also, of course, really important in maintaining inclusion. This 
is particularly important in the modern context when the pressure for ‘per- 
formance’ is severe. Less able children can feel rejected in such circumstances, 
but a sensitive teacher can find ways of building their self respect and making 
them feel valued. 


Children’s views of themselves in school 


The way that children think of themselves in school will directly influence their 
approach to learning, their ‘learning disposition’ (Claxton, 1999, Reading 7.7; 
Katz, 1995). Some may be highly anxious and continually undervalue themselves. 
Others may seem over-confident and extremely resilient. Some may be very well 
aware of their own strengths and weaknesses whilst others may seem to have 
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relatively naive views of themselves. Children may be gregarious, or loners, or 
they may be lonely. For instance, Pollard (1996) and Pollard and Filer (1999, 
y Reading 5.5) traced the home, playground and classroom experiences of a small 
group of children through their primary-school careers. They argued that such 
experiences contribute fo a sense of identity and thence to confidence and 
ie achievement in learning. Figure 5.2 provides a summary for one of the children in 
their study for a seven-year period from the ages of 5 to 11, Data from Reception, 
Year 3 and Year 6 are shown, indicating William’s progression from ‘nice but 
silly’ to ‘jester’ and ‘rebel’. His sense of humour is conveyed in a drawing from 

Year 2 (see Figure 5.3). 
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A central strategy in the development of positive self-concepts among the 
childrén in school lies in encouraging individuals to identify qualities within 
themselves which they can value (Pollard and Filer, 1999, Reading 5.5; Moyles, 
1994; Maylor, 1995, Reading 5.7). It is important to provide opportunities where 
a wide range of qualities can be appreciated. In classrooms where competitive 
achievement is greatly emphasized, some children may quickly come to regard 
themselves unfavourably, or else learn to resent and oppose the values and the 
teacher. It is, however, possible to create a climate where many different qualities 
are valued and where children are encouraged to challenge themselves to improve 
their own individual performance. In this way the dignity of the individual child 
can be protected and individual effort and engagement rewarded. (These ideas 
are extended in Chapter 6, Section 3.) 

One of the ways of establishing such a climate is to encourage children to 
evaluate their own work and to set their own personal goals. 


Children’s perceptions of teachers 


If we are trying to negotiate a positive working relationship with children, it 
is important to know how each of the individuals involved in the relationship 
views the others. It is, therefore, important to know how children perceive their 
teachers. 

‘A considerable amount of evidence has been collected in relation to children’s 
views of teachers (Blishen, 1969; Makins, 1969; Meighan, 1978; Pollard et al., 
2000) and trainees (Cooper and Hyland, 2000). Much of the evidence suggests 
that children like teachers who ‘make them learn’. They expect teachers to teach, 
by which they seem to mean to take initiatives, to be in control and to provide 
interesting activities. On the other hand, they also like teachers who are prepared 
to be flexible, to respond to the different interests of the individuals in the class 
and to provide some scope for pupil choice. Children dislike teachers who have 
favourites or who are unpredictable in their moods. Most children like a teacher 


Reflective activity 5.6 


Aim: To find out children’s criteria for a ‘good teacher’. 


Evidence and reflection: Hold a discussion (with the whole class, or in small 
groups which can then report back to the whole class) on what makes a ‘good 
teacher’. Perhaps the discussion could be couched in terms of suggestions for 
a trainee on how to become a good teacher. Discussions with children on such 
a topic must obviously be handled very carefully and only with the agreement 
of any teachers who are involved. 


Extension: Such information can be interesting in two ways: 


elt fhe something of the children’s expectations of what it is to be a good 
‘teacher’. 


@ It can contribute to reflection on our own effectiveness as teachers and in 
_ implementing our values, aims and commitments. It could also lead to a 


reconsideration of those values, aims and commitments. 
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who can sometimes ‘have a laugh’. Overall, it seems that children like teachers 
who are firm, flexible, fair and fun. 


Children’s culture and their views of each other 


So far the focus has been on the teacher, the child and their mutual perceptions. 
However, it is most important to remember that, although the teacher is a central 
figure, classrooms are a meeting place for many children — indeed, Jackson (1968, 
Reading 6.2) referred to ‘the crowd’ as being a salient feature of classroom life. 
How children learn to cope with being one of a crowd and how they relate to 
each other is of consequence. This can affect how well the children settle in 
the class socially, and, in turn, may affect their learning. There is, thus, a social 
dimension to classroom life. 

Children’s culture has been described by Davies (1982, p. 33) as the result of 
children ‘constructing their own reality with each other’ and ‘making sense 
of and developing strategies to cope with the adult world’ (Reading 5.4). It thus 
reflects the children’s collective perspectives and actions, many of which can be 
interpreted as defensive responses to children’s relative dependence on adults. 

Children’s play is, therefore, an important means by which they can identify 
with each other, establish themselves as members of a group, try out different 
roles and begin to develop independence and responsibility. Young children often 
make friends with those who are immediately accessible and with whom they 
share common experiences (Rubin, 1980). Typically, their friends are children 
who live close by, who are in their class or who are the children of their parents’ 
friends. When peer groups begin to form, each individual is likely to have to 
establish their membership of the group in a number of ways. For example, each 
member may be expected to contribute and conform to the norms which are 
shared by the group: for example, liking similar games, toys and TV programmes; 
supporting the same football team or pop group; liking the same fashions. Group 
members will also be expected to be loyal to each other, ‘stand up for their mates’, 
play together and share things. 

A further feature of children’s culture is status. As children try to establish their 
individual identities among their peers each will be valued in particular ways. 
Sometimes this value will be based on prowess in the playground: for example 
in skipping, football, fighting. In addition, the identity which children develop 
through their school-work and their relationships with parents, siblings and 
teachers may influence the way children are perceived by their peers. Where this 
is the case, there are clear implications for us as teachers. This process of dif- 
ferentiation of children, in terms of their status with both teachers and with other 
children, affects their own self-image. The process starts during the early years at 
school and has been found to increase during children’s school lives (Breakwell, 
1986; Pollard, 1996). It may lead to a polarization of pro-school and anti- 
school cultures (Lacey, 1970). Hence, the status and self-image of the children 
have significant consequences for the children’s development during their school 
years — and these can last into their adult lives. 

Teachers may wish to know something of the patterns of children’s friendships 
in order to use this information to sustain a positive learning atmosphere and so 
that friendships can be considered when deciding on grouping arrangements in 


ne classrooms (Reading 10.5). 
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. primary needs , . . for food, sleep and shelter 

© emotional needs . . . for love and security 

© social needs . .. for acceptance by peers. 

This is not dissimilar from those suggested by Kellmer-Pringle (1974) who identi- 
fied four basic types of needs for young children: 

© the need for love and security 

© the need for new experiences 

@ the need for praise and recognition 

© the need for responsibility. 


Within each of these general areas, it would be possible to identify many further 
needs, This could be attempted in the specific context of one’s class, though one 
would have to be careful to guard against adversely labelling the children in the 
process (see Woodhead, 1997). 


2.5 Challenges of transition and transfer 


12 


Children are perhaps most routinely vulnerable, and in need of particular support 
from teachers and others, at times of transition and transfer. Transition denotes 
movement from class to class within a school, whilst transfer is used to describe 
the more major move between institutions. In either case, however, many children 
move from the relative security of a situation in which they feel well established 
to one of relative uncertainty. Starting school and end of Key Stage transfers may 
be particularly traumatic, and there is cumulative evidence from OFSTED and 
others (e.g. Rudduck, Chaplain and Wallace, 1996) of a significant drop in pupil 
performance in the early years of secondary education — which the National Key 
Stage 3 Strategy is designed to address. With increasing amounts of mobility, 
children are also required to change their schools more often than in the past. 
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Many schools do a wonderful job in facilitating transition and transfer. 
Transition is easiest, for pupils are likely to ‘go up’ with their classmates and have 
good knowledge of their future teacher. Continuity in curriculum, assessment and 
teaching methods has also increased considerably with the introduction of 
national requirements and whole-school strategies. 

Transfer is more difficult because there is movement across institutional 
environments, cultures and practices. These may be quite different, but most 
schools have developed effective ways of providing information, orienting and 
inducting new pupils (see, for instance, Nichols and Gardner, 1999), However, it 
has been suggested that schools have not paid sufficient attention to continuity of 
academic progress. Previous attainment is usually underestimated, with the result 
that new pupils may become bored and demotivated, and this is a major focus of 
the Key Stage 3 Strategy. 

However, the issues are complicated, for it is certainly the case that per 
formance is affected by circumstances, Thus a child’s capability at home may not 
be forthcoming when she enters her Reception class, just as pupils’ attainment in 
primary school may not be matched by their first efforts in secondary. Relation- 
ships and feelings do affect performance and learning. So what is going on here, 


_ and what can be done about it? 


To answer this question, we revert to first principles. As we saw in Section 2.1, 
when children move through schooling they develop an identity, a view of them- 
selves as a learner and as a person. As Pollard and Filer (1999) showed, pupil 
identity evolves over time, reflecting the influence of significant others such as 
friends, parents, siblings, teachers and the situations to which the child has had 
to adapt, Each child has to develop a viable identity in the context of school life, 
and because the demarids of parents, school friends and teachers are not always 
consistent, this is sometimes quite a feat, Transfers are traumatic because they 
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disrupt these settlements, and threaten identity. This was a core argument of 
Measor and Woods (1984) and has been revisited by Jackson and Warin (2000, 
Reading 5.6) and Lucey and Reay (2000) in the cases of initial school entry 
and transfer to secondary. A major point which they make is that anxieties 
result from disruption of an established process of identity construction, so that 
new means of self-constuction must be found. Strong, culturally established 
forms of sense-making then tend to be drawn on, of which gender has been found 
to be particularly salient. As Jackson and Warin put it, ‘people rely on gender to 
cope with’ the unfamiliar’ (p. 387). Clearly, there are implications here for 
other forms of identification, by social class, ethnicity or religious affiliation, 
for example. 

Transition and transfer are thus only partly about organizational matters, 
curriculum continuity and progression, important though these are. They also 
concern each child’s attempts to develop a viable identity, and to feel at ease in 
the new situation. They are unlikely to learn effectively until this condition is met, 
which leads us on, in the next chapter, to considering the issue of relationships. 

It is worth commenting here on the particular circumstances of children of 
migrant families. As Maylor (1995, Reading 5.7) shows, the challenge to identity 
may be particularly stark and uncompromising. Refugee children and those 
from other migrant families are likely to need particular support from their 


teachers. 


CONCLUSION 


The process of reflecting on our aims and commitments as teachers should help us 
in developing a realistic personal perspective. If the many unconscious influences 
on our teaching can be made explicit, it is easier to identify where we are being 
most successful and where perhaps our aims and our practice don’t match as well 
as they might. It is also possible, by trying to make the implicit explicit, to be 
more aware of how we get to know children and of the evidence upon which we 
base our understanding. Furthermore, by becoming more aware of the children’s 
perceptions of us as teachers, of their culture and of their perspectives on 
themselves and each other, we are more likely to be able to take account of their 
needs when planning and making provision for classroom activities, or the major 
challenges of transitions and transfers. 


Key readings 


‘An accessible and insightful introduction to the importance of considering the ‘self’ of 
teachers and children remains: 


Hargreaves, D. H. (1972) 
Interpersonal Relationships and Education. 
London: Routledge. 


The following books offer particularly sensitive accounts of the challenges which 
are posed for primary-school teachers who take their values and their professional 
commitment seriously: 
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Evans, L. (1998) 

Teacher Morale, Job Satisfaction and Motivation. 

London: Paul Chapman. 

Nias, J. (1989a) 

Primary Teachers Talking: a Study of Teaching at Work. 

London: Routledge. Mm Reading 5.1 
Troman, G. and Woods, P. (2000) 

Primary Teachers’ Stress. 

London: Routledge. 


On questions of aims, values and commitments, there are a number of distinctive 
philosophical analyses. For example: 


Barrow, R. and Woods, R. (1988) 
An Introduction to Philosophy of Education. 
London: Routledge. 


Two further books which advocate self-study for teachers and which also give guidance on 
how to go about this are: 


Loughran, J. and Russell, T. (2002) 

Improving Teacher Education Practice Through Self-study. 

London: RoutledgeFalmer. 

Mitchell, C., O’Reilly-Scalon, and Weber, S. (2003) 

Just Who Do We Think We Are? Methodologies for SelfsStudy in Education. 
London: RoutledgeFalmer. 


The most recent research on primary teachers’ aims and sense of professional 
responsibility is reported in: 


Osborn, M., McNess, Eraiid Broadfoot, P. (2000b) 
What Teachers’ Say. Changing Policy and Practice in Primary Education. 
London: Continuum. Mm Reading 1.4 


But also see: 


Day, C. (2002) 
A Passion for Teaching. 
London: RoutledgeFalmer. 


A recent book by June Gordon emphasizes the approach adopted in this section where we 
advocate familiarization with the cultures and communities of children, Gordon sees this 
type of inquiry as crucial to teaching: 


Gordon, J. (2002) 
Beyond the Classroom Walls. Ethnographic Inquiry as Pedagogy. 
London: RoutledgeFalmer. 


Pupil culture and children’s views of themselves in school are addressed in: 


Klein, R. (2002) 
We Want Our Say: Children as Active Participants in their Education. 
Stoke-on-Trent: Trentham. 


Devine, D. (2003) 
Children, Power and Schooling. The Social Structuring of Childhood in School. 


Stoke-on-Trent: Trentham. 
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The following books present children’s understandings of, and images of, teachers and 
teaching and how these infiltrate their everyday lives: 

Weber, S. & Mitchell, C. (1995) loa 
That’s Funny, You Don’t Look Like a Teacher: Interrogating Images and Identity in 
Popular Culture. 

London: Falmer. 

Cooper, H. and Hyland, R. (2000) 

Children’s Perceptions of Learning with Trainee Teachers. 

London: RoutledgeFalmer. 

There are a number of interesting sociological books on children’s culture and perspectives: 


James, A., Jenks, C. and Prout, A, (1998) 

Theorizing Childhood. 

Cambridge: Polity Press. 

Corsaro, W. A. (1997) 

The Sociology of Childhood, Thousand Oaks. 

California: Pine Forge Press. 

There are a number of interesting books on children’s culture, friendships and perspec- 
tives. Davies offers a classic study from Australia, Pollard’s contributors argue the case 
for taking children’s perspectives seriously whilst Woods provides an excellent overview of 
the field: ‘ 

Davies, B. (1982) 

Life in the Classroom and Playground. 

London: Routledge and Kegan Paul. ina Reading 5.4 
Pollard, A. (ed.) (1987) 

Children and their Primary Schools: A New Perspective. 

London: Falmer. 

Woods, P. (1990) 

The Happiest Days? How Pupils Cope with School. 

London: Falmer. 

For detailed case-studies of children’s developing identities and careers through primary 
school, see: 

Pollard, A. and Filer, A. (1999) 

The Social World of Pupil Career: Strategic Biographies through Primary School. 
London: Cassell. (¥] Reading 5.5 


Other interesting books which focus on specific issues are: 


Sluckin, A. (1981) 

Growing Up in the Playground. 

London: Routledge and Kegan Paul. 

Mayall, B. (1994) 

Negotiating Health: Children at Home and Primary School. 
London: Cassell. 

Connolly, P. (1998) 

Racism, Gender and Identities of Young Children. 

London: Routledge. 

Francis, B. (1998) 

Power Plays: Primary School Children’s Construction of Gender, Power and 
Adult Work. 

Stoke-on-Trent: Trentham. 
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Key Readings 


A classic approach to children’s ‘needs’ is: 


Kellmer-Pringle, M, (1974) 
The Needs of Children. 
London: Hutchinson. 


Important work on how to help children in difficulties in their relationships with others is 
being done by Helen Cowie and her colleagues. See: 


Cowie, H. and Wallace, P. (2000) 

Peer Support in Action. 

London: Sage. 

Cowie, H. and Sharp, S. (1998) 

Counselling and Supporting Children in Distress. 
London: Sage. 


Readings for Reflective Teaching (the companion volume) also offers other closely 
,associated work on the issues raised in this chapter. This includes work by authors such 
as: 

Jennifer Nias, Martin Cortazzi, Peter Woods, Bronwyn Davies, Andrew Pollard, Ann Filer, 
Carolyn Jackson, Joanna Warin and Uvanney Maylor. 

RTweb offers additional professional resources for this chapter. These may include 
Further Reading, Reflective Activities, useful Web Links and Download Facilities for 
diagrams, figures, checklists, activities. 


http://www.rtweb.info 117 


Chapter 6 


Relationships. How Are We Getting 
on Together? 


INTRODUCTION 
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CONCLUSION 


Introduction 


Enhancing professional standards and competences 


Understanding and mutually respectful relationships underpin classroom 
order, help to create an effective learning environment and offer a great deal 
of personal enjoyment for teachers and children alike. This virtuous circle has 
been, and will continue to be, one of the pleasures of teaching. 

For example, in England, trainees must demonstrate that they: 


Have high expectations of pupils and build successful relationships centred on 
teaching and learning. They establish a purposeful learning environment where 
diversity is valued and where pupils feel secure and confident. 

(TTA, 2002, Standards for the Award of QTS, standard 3.3.1) 


Higher Level Teaching Assistants should: 


Communicate effectively and sensitively with pupils to support their learning. 
(TTA, 2003, Professional Standards for HLTAs, standard 3.3.2) 


In Northern Ireland, competence 3.23 requires new teachers to: 


Establish good classroom rapport by providing a pleasant, psychologially secure 

and stimulating environment in which each pupil may progress, grow in con- 
fidence and develop a positive self-image. 

(Department of Education for Northern Ireland, 1999, 

The Teacher Education Partnership Handbook) 


In Scotland and Wales, there are similar requirements related to this crucial 
area of professional capability. 


INTRODUCTION 


The quality of classroom relationships is commonly regarded as being very 
important, for instance, see Excellence and Enjoyment (Department for Educa- 
tion and Skills, 2003a), the Hay McBer model (2000) and the Elton Report on 

ng discipline in schools (DES, 1989, Reading 11.8). There are good reasons for this, 
for good classroom relationships can facilitate learning, provide both teachers, 
support staff and children with a sense of self-fulfilment, and, in addition, under- 
pin the positive, purposefully disciplined working atmosphere which all teachers 
aim to create. 

Nor should we forget that such relationships reflect certain values and help to 
define a type of moral order for the classroom. In so doing, they model codes and 
principles of interaction which have wider and longer-term significance and thus 
contribute to the social, ethical and moral education of children. In a sense, good 
‘citizenship’ in the classroom can act as a model for responsible, active citizenship 
in later life (QCA, 1998). 

However, despite its importance, the issue of classroom relationships often 
seems to defy analysis. Perhaps this is so because relationships are the product of 
such very particular, complex and subtle personal interactions between teachers 
aid children. Despite such inherent difficulties, the issue is of such significance 
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that reflective teachers are likely to have it almost constantly in mind and this 
chaptef sets out a framework for consideration of the issue. 

This chapter is structured in three main parts. It is particularly concerned with 
the importance of the mutual awareness of classroom rules, with the monitoring 
of children’s perspectives and with developing positive and incorporative class- 
room strategies. It also addresses the issue of our own feelings towards children, 
The chapter begins, in a more general way, by considering some of the insights on 
classroom climates and interpersonal relationships which have been developed by 
social-psychologists. 

RTweb offers many additional Reflective Activities for this chapter, as well as 
Notes for Further Reading. 


CLASSROOM CLIMATES AND INTERPERSONAL 
RELATIONSHIPS 


The influence of classroom environments on teachers and children has been a 
research topic for many years. One obvious question which emerged was how to 
define the ‘environment’. Withall (1949) answered this by highlighting the ‘socio- 


ng! emotional climate’ as being particularly significant (Reading 6.1). Indeed, 


he attempted to measure it by classifying various types of teacher statement — 
learner supportive, problem structuring, neutral, directive, reproving and teacher 
self-supportive. Understanding of the topic moyed on when researchers began 
to define classroom environment in terms of the perception of teachers and 
children, rather than relying on outside observers (see Moos, 1979; Walberg, 
1979), Further developments in this field have been comprehensively reviewed by 
Fraser (1986). He also provides a way for teachers to investigate the climate in 


their own classrooms with the ‘My Classroom Inventory’ (Fraser and Fisher, 


120 


1984; see Reflective Activity 6.1), This can give direct and structured feedback on 
children’s feelings about classroom life which could be obtained, for example, at 
the beginning and end of a school year. The use of instruments, such as the ‘My 
Class Inventory’, can provide a helpful description of children’s collective feelings 
and thus go some way towards representing the classroom climate. However, 
such techniques arguably fail to grasp either the subtleties of the interpersonal 
relationships to which many primary school teachers aspire, or the dynamic 
complexity of teacher-pupil interaction. 


Reflective activity 6.1 
_ Aim: To ‘measure’ overall classroom environment at a particular point of time. 


Method: Each child will need a copy of the inventory below. As a class (or ina 
group) the children should be asked to circle the answer which ‘best describes 

what their classroom is like’. The items could be read out in turn for children 
to give a simultaneous, but individual, response. Scoring of answers can be 
done using the teacher’s column. ‘Yes’ scores 3 and ‘No’ scores 1 except 
where aa scoring is indicated (R). Omitted or indecipherable answers 
| are scored 2. : Me ee 


cele: tas 
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There are five scales, made up by adding various items, as follows: 


Satisfaction (5) Items 1, 6, 11, 16, 21 
Friction (F) Items 2, 7, 12, 17,22 
Competitiveness (CM) Items 3, 8, 13, 18, 23 
Difficulty (D) Trems 4, 9, 14, 19, 24 
Cohesiveness (CH) Items 5, 10, 15, 20, 25 


Follow-up: Mean scores for each scale will provide some indication of the 
quality of the overall classroom climate and may raise issues for further 
consideration. (It should be noted that the inyentory reproduced here is a 
short form of a longer inventory and is not a statistically reliable measure of 
the feelings of individuals.) 


NAME 


SCHOOL ussastihite sisatiakett abies MOOG OMI MERA meetin Yip Suge ot 
CLASS 


| Remember you are describing your actual classroom —_Circle For 


your teacher’s 
answer use 
| 1. The pupils enjoy their school work in my class Yes No 
2. Children are always fighting with each other Yes No 
3. Children often race to see who can finish first Yes No 
4. In our class the work is hard to do Yes No 
5. In my class everybody is my friend Yes No 
6. Some pupils are not happy in class Yes No R 
7. Some of the children in our class are mean Yes No 
8. Most children want their work to be better than 
| their friend’s work Yes No 
9. Most children can do their schoolwork without 
help ; Yes No R 
| 10. Some people in my class are not my friends Yes No R 
11. Children seem to like the class Yes No 
12. Many children in our class like to fight Yes No 
13. Some pupils feel bad when they don’t do as well as 
the others Yes No 
14. Only the smart pupils can do their work Yes No 
15. All pupils in my class are close friends Yes No 
16. Some of the pupils don’t like the class ~ Yes No R 


17. Certain pupils always want to have their own way — Yes No 
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| 24, Most of the pupils in my class know how todo YesNo R 


18. Some pupils always try to do their work better — y 


than the others aon Yes No 
19, Schoolwork ishardtodo Yes No 
20. All of the pupils in my class like one another Yes No 


21. The class fan 5 Yes No 
22. Children in our class fight a lot beach Yes No 
23. A few children in my class want to be first all of ae 

y Feit es NO 


the time i 


their work 


Enduring insights on the foundations of good relationships are provided by the 


work of Rogers (1961, 1969, 1980) on counselling. He suggests that three basic 
qualities are required if a warm, ‘person-centred’ relationship is to be established 
— acceptance, genuineness and empathy. If we apply this to teaching, it might 
suggest that acceptance involves acknowledging and receiving children ‘as they 
are’; genuineness implies that such ,acceptance is real and heart-felt; whilst 
empathy suggests that a teacher is able to appreciate what classroom events feel 
like to children. Rogers introduced the challenging idea of providing 
‘unconditional positive regard’ for his clients and perhaps this can also provide an 
ideal for what teachers should offer children. Good relationships are, according 
to Rogers, founded on understanding and on ‘giving’. 


Rogers’ three qualities have much in common with the three key attitudes 


of the reflective teacher, discussed in Chapter 1. Being able to demonstrate 
acceptance and genuinely empathize requires ‘open-mindedness’ and a ‘whole- 
hearted’ commitment to the children. It also necessitates ‘responsibility’ when 
considering the long-term consequences of our feelings and actions. How- 
ever, this analysis is not really adequate as a guide to classroom relationships 
because additional factors are involved. For a number of reasons, the warmth 
and positive regard which teachers may wish to offer their class can rarely be 
completely ‘unconditional’. In the first place, we are constrained by our responsi- 
bility for ensuring that the children learn adequately and appropriately. Second, 
the fact that teachers are likely to be responsible for relatively large numbers of 
children means that the challenges of class management and discipline must 
always condition our actions. Third, the fact that we ourselves have feelings, 
concerns and interests in the classroom means that we, too, need to feel the 
ae of a degree of acceptance, genuineness and empathy if we are to give of 
our best. 


Good relationships in classrooms must then be based on each teacher having 


earned the respect of the children by demonstrating empathy and understanding 
and by establishing a framework of order and authority (Woods, 1988, Reading 
6.3). It is a finely judged balance between two necessary elements. 


If, as reflective teachers, we are to take full account of the interpersonal climate 


in our classrooms, we need a form of analysis which recognizes this subtlety. It 
needs to recognize both the importance of interpersonal understandings and the 
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inevitable power relationships between teachers and children. One such form of 
analysis, we suggest, is offered by adopting an interpretive approach and, in 
particular, by using the concept of a ‘working consensus’. 


CLASSROOM RULES AND RELATIONSHIPS 


Classroom order and discipline, as the Elton Report (DES, 1989, Reading 11.8) 
repeatedly emphasized, is most constructively based on good relationships and 
a sense of community. This underpins a ‘learning culture’ (DfES, 2003a; 2004a). 
The concept of ‘working consensus’ (Hargreaves, 1972) helps us to identify the 
factors involved in the dynamic relationships between teacher and children. 


The working consensus 


A working consensus is based on a recognition of the legitimate interests of 
other people and on a mutual exchange of dignity between the teacher, support 
staff and the children in a class. Embedded in this is a tacit recognition of the 
coping needs of the other and a shared understanding that the ‘self’ of the other 
will not be unduly threatened in the classroom (Pollard, 1985, Reading 6.4). 
Over time, a good classroom relationship builds upon a store of shared 
experiences, jokes, anecdotes, etc., which serve to ground classroom experiences 
(Gallas, 1994). This is often enhanced by situations in which normal constraints 
are relaxed a little (but not too much). For instance, educational visits, special 
shared events, working with the children on physical tasks or projects that are 
important to them, talking with them in the playground — or anything else that 
affirms their identity and breaks down something of the formality of teacher- 
pupil roles. 

In a classroom, both teachers, support staff and children have the capacity 
to make life very difficult for each other and a pragmatic basis for negotiation 
thus exists. However, a positive relationship, or working consensus, will 
not just appear. To a very great extent, the development and nature of these 
relationships will depend on initiatives made by teachers, as they try to establish 
rules and understandings of the way they would like things to be in their 
classrooms. 

Children expect such initiatives from teachers and they are less likely to 
challenge their teacher’s authority, as long as the teacher acts competently and in 
ways which children regard as ‘fair’ (see also Robertson, 1996). However, it is 
also the case that, through negotiating the working consensus, the children 
recognize the greater power of the teacher. As they do so, they also expect that 
the teacher’s power will be partially circumscribed by the understandings which 
they jointly create within the classroom. Hopefully, these teacher initiatives 
will be based on appropriate principles and values. One consequence of this is 
that teacher-pupil behaviours tend to mesh together (see Galton et al., 1999, 
Reading 6.5). 

Understandings and ‘rules’ develop in classrooms about a great many things. 
These might include, for example, rules about noise levels, standards of 
work, movement, interpersonal relationships. The first few weeks of contact 
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with a class — the period of ‘initial encounters’ (Ball, 1981b) — is a particularly 
important opportunity during which a teacher can take initiatives‘and introduce 
routines and expectations (Hamilton, 1977). This is often a ‘honeymoon period’ 
when teachers attempt to establish their requirements and the children opt to play 
a waiting game. However, both the ‘rules’ and the teacher’s capacity to enforce 
them are normally tested by the children before long, for children usually want to 
find out‘how far they can go’ and ‘what the teacher is like’ when pressed. When a 
new teacher or student teacher begins work with a class of children, support staff 
can play an important role in explaining and mediating the understandings which 
are embedded in a pre-existing working consensus. Indeed, children may look 
to support staff to provide a degree of continuity where there are unexpected or 
frequent changes to staff or routines. 

As a working consensus is negotiated, both overt and tacit rules are produced. 
These are normally accepted by the majority of the class and become taken 
for granted. Awareness of tacit rules is particularly important for a trainee 
teacher who is likely to be working with children who have already established 
a set of understandings with their normal class teacher. Two things have to 
be done: the first is to find out what the rules are; the second is to check that 
when attempting to enforce and act within them, trainee teachers are doing 
so in ways which will be regarded as ‘fair’. This is essential if teachers are to 
establish the legitimacy of their actions in the eyes of the children, The 
concept of ‘fairness’ is vitally important in establishing a working consensus. 
Because of this, reflective teachers need to develop a variety of ways of moni- 
toring children’s perspectives and the criteria by which they make judgements 
_ teachers. For this reason, a number of possible techniques are suggested 

elow. 
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Lf | Reflective activity 6.2 
Aim: To identify the overt and tacit content of classroom rules. 


Evidence and reflection: Asking the children is an obvious first step. With 
care, this can be done either in discussion or might be introduced as a written 
activity. Young children might be asked to make up stories about ‘naughty 
children’ at school and to explain things that they might have done or ‘should 
have done’. Children usually enjoy such activities, and they may make it 
possible to increase awareness of tacit rules. 


Extension: A further way to gather information on tacit rules is to study the 
patterns which exist in what people do, Observation, using a notebook to 
record such patterns, is one possibility. A more explicit method is to record 
the events which lead to children being reminded of ‘the way we do things 
here’ or to being ‘told off’. These could be noted during observation, or a 
video recording could be made of a session for later analysis. 


Follow-up: Knowing the overt and tacit content of rules in a classroom makes 
it easier to evaluate social situations accurately, to act with the competence of 
a ‘member’ and to use such rules in achieving goals. Thoughtful discussions 
and observations thus provide a foundation for combining good relationships 
and effective classroom management. 


To be unaware of classroom rules and understandings is likely to produce a 
negative response from the children, because actions which they regard as 
incompetent or unfair will almost inevitably be made. 


a 
Lf | Reflective activity 6.3 


Aim: To check that we are acting in ways which are regarded as being 
‘fair’. 
Evidence and reflection: Again, the only really valid source of information on 
this is the children. Whilst it is possible to discuss the issue openly with them 
or to approach it through story or drama, it is probably less contentious and 
as satisfactory to watch and note their responses to teacher actions. This 
should be a continuous process for teachers who are sensitive to the way their 
children feel about school, but it is worthwhile to focus on the issue from time 
to time. Both verbal and non-verbal behaviour could be noted and interpreted 
= the groans and the expressions of pleasure, the grimaces and the smiles. 
From such information, and from the awareness to be gained from such an 
activity, it should be possible to analyse classroom actions in terms of the 
classification which is discussed below. 

One obvious but important point to note here is that not all the children 
will feel the same about teacher actions. This requires careful consideration 


i (see Chapter 10, Section 3). 
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Extension: The feedback 
to the smooth nant 
working, consensus. If 


pre 
broken by a new dren are likely to become resentful. If 


maintained and enforced by the teacher, 


In addition to the content and legitimacy of classroom rules, on which practical 
activities have been suggested, there are several other aspects of rules which can 
also be productively considered. Rules should be clear and constructed as positive 
statements. ‘Please walk’, for example, identifies the positive behaviour and is 
preferable to ‘don’t run’. In particular, the ‘strength’ and the ‘consistency’ of rules 
can be identified 

The strength of rules indicates the extent to which situations or events are 
‘framed’ by expectations. This concept is referred’ to as ‘rule-frame’ (Pollard, 
1980). It relates to the way in which action is constrained by understandings 
of appropriate behaviour which are developed for particular situations. For 
instance, one might compare the strong rule-frame which often exists in a hushed 
library, with the weak rule-frame which often exists in classrooms during wet 
dinner-breaks. For some purposes, such as during the introduction to a teaching 
session, one might want the rule-frame to be strong thus ensuring tight control 
and attention. On other occasions, such as during an indoor play-time, a weak 
rule-frame may be perfectly acceptable and may allow children considerable 
choice. Situations of difficulty often arise where a strong rule-frame is expected 
by a teacher but children act as if the rule-frame is weak. If this happens, a teacher 
has to act quickly to clarify and define the situation and to re-establish the rules in 
play. 

Teachers can influence the degree of rule-frame by their actions, statements 
and movements. For example, an active, purposeful entry to a classroom 
is a clear signal that a teacher wants to get attention and one which will nor- 
mally tighten the frame immediately. Conversely, acting rather casually, or 
withdrawing into conversation with a visiting adult, will usually cause the 
rule-frame to weaken and may result in children relaxing in their approach to 
activities. 

The ability of a teacher to manage the strength of rule-frame has a great deal to 
do with classroom discipline. In particular, skilful management provides a means 
of pre-empting serious difficulties through giving clear expectations about 
acceptable behaviour. By its very nature, though, the development of such under- 
standings cannot be rushed and frequently needs to be reviewed explicitly by 
teachers and children. 

‘The degree of consistency with which rules are maintained provides an under- 
lying structure for learning sessions. Conversely, teacher inconsistency tends 
to reduce the integrity of the working consensus and the sense of fairness 
on which it is based. This, in turn, can lead to a variety of subsequent control 
difficulties. 
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[ Teacher acts Child acts 


Unilateral Within working consensus Unilateral 


Non-legitimate Legitimate Conformity Legitimate Non-legitimate 


censure routine routine rule-framed 
censure deviance disorder 


Figure 6.1 A classification of types of teacher and child classroom action 


Relationships between teacher and children, which derive from a working 
consensus, have important implications for discipline and control. Figure 6.1 
provides a simple model which may help us to reflect on the types of action which 
teachers and children may make in classrooms when a working consensus exists. 
The most important distinction is between actions which are bounded by the 
understandings of the working consensus and those which are not. Five basic 
‘types of action’ can be identified. 


Non-legitimate censure. This is the type of adult action which children dislike 

‘and cannot understand. It often occurs when a teacher loses his or her temper 
or feels under great pressure. The effect of such actions is that the children feel 
attacked and unable to cope. They perceive teacher power being used without 
justification. Such actions lie outside the bounds of the working consensus and 
are likely to lead to a breakdown in relationships. 


Routine censure. This is the typical teacher response to children’s routine devi- 
ance —a mild reprimand. It will be regarded by the children as legitimate, in so 
far as such a reprimand will not threaten the dignity of a child nor be employed 
inappropriately. Censures of this type are within the bounds of the working 
consensus. 


Conformity. These actions, by teachers or children are ‘as expected’, They are 
according to the tacit conventions and agreements of the working consensus. 


Routine deviance. This is the type of mischief or petty misdemeanour which is 
accepted as being part of the normal behaviour of children. Talking too loudly, 
‘having a laugh’ and working slowly are examples. Such activities are partly 
expected by teachers and are not normally intended by children as a threat. 
They are thus within the bounds of the working consensus. It is important for 
support staff to also be aware of such boundaries. 


Non-legitimate, rule-framed disorder. This is a type of child action which 
teachers dislike and find hard to understand. It often occurs when a child or a 
group of children feels unable to cope with a classroom situation and thus seek 
to disrupt it. They are particularly prone to do this if they perceive themselves to 
have been treated ‘unfairly’ or feel that their dignity has been attacked. Action of 
this type usually reflects the cultural rules of peer groups and can be used to 
build up a type of ‘solidarity’ or an alternative source of positive self-esteem. 


Many of the suggested activities below are designed to assist in the analysis 
of classroom relationships, using this basic classification. The central argument 
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in what follows is that ‘good relationships’ are based on the existence of a 
negotiated sense of acceptability and fairness which teachers and children share. 
It is therefore important to begin with considering various ways of understanding 


children’s perspectives. 


Children’s perspectives 


Teaching can only be regarded as successful if the learners are learning. Generally 
speaking, for this to be achieved, the learners have to be motivated and achieve 
a sense of self-fulfilment through their classroom activities. They have to be 
involved in the process of learning and they have to appreciate that the effort 
which is required of them is worthwhile (Excellence and Enjoyment, Department 
for Education and Skills, 2003a, 2004a). It is thus very valuable to collect data 
from children on the subject of how they feel about the classroom activities in 
which they are required to engage. This information supplies a basic type of 
feedback on children’s motivation and can be set alongside other diagnostic 
information about their learning achievements and difficulties. 

The method suggested below involves direct comparison between classroom 
activities in different areas of the curriculum. Such comparisons are useful because 
they often highlight hidden issues. Worryingly for instance, evidence gathered by 
Pollard and Triggs (2000, Reading 7.11) suggests that pupils’ learning engagement 
was undermined by the introduction of the National Curriculum in’ England. 

Another important aspect of children’s perspectives is their views on their own 
teacher — already introduced, in a general way, in Chapter 4. This is a fairly well 
researched issue and enquiry into it can yield good summary data on the way 
children feel about the quality of relationships and education in their classroom. 
Obviously, for professional and ethical reasons, teachers should only collect such 
information in their own classroom, or with the permission of other people who 
may be concerned (Wilson and Powell, 2001). Research has consistently shown 
that children like teachers who are kind, consistent, efficient at organizing and 
teaching, patient, fair and who have a sense of humour. They dislike teachers who 
are domineering, boring, unkind, unpredictable and unfair. Strict/soft are two 
common constructs which children use, with ‘strict but fair’ often being positively 
valued. ‘Softness’ is usually regarded as a sign of weakness. 

Predictability is also usually important and children are often expert interpreters 
of the ‘moods’ of their teachers. Indeed, more generally, children’s feedback to their 
teachers has been found to be both relatively accurate and reliable. 


Reflective activity 6.4 


Aim: To gather information on how children feel about curricular activities 
which they undertake in school. 


Evidence and reflection: One method, suitable for children for whom writing 
is not difficult, is simply to ask them to write a comparison of two activities 
which you choose. It may be worth structuring this at the beginning by getting 
the children to make notes under headings such as the ones below: 
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Good things 


Activity 1 


Activity 2 


An alternative method would be to carry outa similar exercise verbally. There 
is no reason why even very young children cannot participate in discussions 
about the activities which they like and dislike. Fairly open questions might be 
used, such as, ‘Can you tell me about the things that you like doing best at 
school?’ and ‘Can you tell me about the things which you don’t like doing?’. 
These, if followed up sensitively by further enquiries to obtain reasons (and 
the results recorded), should soon show up the children’s criteria and patterns 
in their opinions about your provision. The recording is important, for when 
there is no record to analyse it is very easy to fail to fully appreciate the 
messages one may be being offered. 


Extension: This activity should yield data of considerable importance 
for future planning and provision, and should be analysed to identify any 
patterns in the children’s perspectives. If some children seem to be poorly 
motivated, to lack interest or to dispute the value of an activity, then the 
situation must be reconsidered and remedial measures taken. 


Teachers’ perspectives 


So far a number of suggestions have been made about how a teacher can take 
account of the perspectives, feelings and position of children. Now it is time to 
change the focus onto ourselves as teachers for, as was discussed in Chapter 5, the 
self-image of a teacher is just as important to maintain as the self-image of the 
child. Good teaching has never been easy, for to some extent it has always meant 
placing the learner’s needs before the teacher’s. However, classroom relationships 
are a very special and subtle phenomenon. On the one hand, the nature of the 
working consensus is related to disciplinary issues and problems which are likely 
to confront the teacher. On the other hand, the quality of the relationships can, 
potentially, provide a continuous source of personal pleasure and self-fulfilment 
for a teacher. 

If our own feelings as teachers are also an important factor in maintaining a 
positive working consensus, then ways of monitoring our feelings may be useful. 
Reflective Activity 6.5 suggests keeping a personal diary. This has been used by 
classroom researchers over many years (Dadds, 1995) and is a tried and tested 
way of reflexively taking stock of life as it unfolds. 
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Reflective activity 6.5 
Aim: To monitor and place in perspective our own feelings on classroom 
relationships. 
Evidence and reflection: Probably the best way to do this is by keeping a 
diary. This does not have to be an elaborate, time-consuming one, but simply 
a personal statement of how things have gone and of how we felt. 

The major focus of the diary in this case will obviously be on relationships. 
It is very common for such reflections to focus in more detail on particular 
disciplinary issues or on interaction with specific individuals. It should be 
written professionally, with awareness of ethical issues and the feelings of 
other classroom participants. 

Diary-keeping tends to heighten awareness and, at the same time, it 
supplies a document which can be of great value in reviewing events. 


Extension: Once a diary has been kept for a fortnight or so, you might set 
aside some time to read it carefully and to reflect upon it with a view to 
drawing reasonably balanced conclusions regarding yourself and your 
planning of future policies in the classroom. It would be better still to discuss 


the issues which are raised with a colleague or friend. 


ENHANCING CLASSROOM CLIMATE 


So far in this chapter we have argued that the nature of classroom climate and the 
quality of interpersonal relationships are fundamental to establishing a positive 
learning environment. Having identified ways of improving our understanding 
of both teachers’ and children’s perspectives of these issues, it is now time to 
consider ways of enhancing other aspects of the learning environment. 


Developing children’s confidence and self-esteem 


Children often feel vulnerable in classrooms, particularly because of their 
teacher’s power to control and evaluate. This affects how children experience 
school and their openness to new learning. Indeed, it is often suggested that 
children only learn effectively if their self-esteem is positive (Roberts, 2002). A 
considerable responsibility is thus placed on teachers to reflect on how they use 
their power and on how this use affects children. 

There are two basic aspects of this. First there is the positive aspect of how 
teachers use their power constructively to encourage, to reinforce appropriate 
child actions and to enhance self-esteem (Lawrence, 1987, Reading 6.7). Indeed, 
the importance of maintaining ‘high expectation’ of children cannot be over- 
emphasized (Gipps and MacGilchrist, 1999, Reading 6.6). Secondly, however, 
there is the potential for the destructive use of such power. The second issue thus 
concerns the manner in which teachers act when ‘rules’ are broken. This can be 


http://www.rtweb.info 


Enhancing Classroom Climate 


negative and damaging, but skilful and aware teachers will aim to make any 
necessary disciplinary points yet still preserve the dignity of each child. Activities 
are suggested below to monitor each of these aspects, starting with ‘being 
positive’. 

‘Being positive’ involves constant attempts to build on success. The point is to 
offer suitable challenges and then to make maximum use of the children’s 
achievements to generate still more. This policy assumes that each child will have 
some successes. Sometimes a child’s successes may be difficult to identify. Such 
difficulties often reveal more about the inability of an adult to understand and 
diagnose what a child is experiencing. As the psychologist Adler argued many 
years ago (Adler, 1927), irrespective of the baseline position, there is always an 
associated level of challenge — a target for learning achievement — which is 
appropriate and which can be the subject of genuine praise. It may range from 
correctly forming a letter of the alphabet to producing a vivid story; from sustain- 
ing concentration in story-time to helping another child to understand a lesson; 
from eating a pea to finishing off the meal; from joining in sporting activities to 
breaking a school record, etc. The appropriateness of the achievement is a matter 
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for a teacher to judge, but the aim should be to encourage all children to accept 
vu challenges and achieve successes (Merrett and Wheldall, 1990, Reading 11.7; 
(EinkS see also Chapter 9, Section 3.2 on lesson planning for differentiation). 

This brings us to ‘avoiding destructive action’. This is the second aspect of 
the teacher’s use of power — the way in which control is used. On this issue, 
we want to focus on the dangers of ‘flash-points’ in classrooms — situations 
in which teachers ‘lose their head’ and start to act unilaterally. All teachers would 
probably agree that a class of children has to be under control if purposeful 
and productive activities are to, take place. However, a teacher’s power can be 
exercised in many ways. In most situations teachers try to be calm, firm and fair - 
they act within the bounds of the working consensus and use positive statements 
and various types of legitimate ‘routine censure’ to maintain discipline. 

Unfortunately, there is a well-documented tendency for teachers to reprimand 
children over-personally when telling them off in the heat of the moment, rather 
than focusing positively on the activity in which they should have engaged. The 
effect of this reactive strategy can be that the children may feel attacked and 
humiliated so that, rather than conforming more, the children ‘want to get back 
at’ the teacher who has ‘picked on’ them ‘unfairly’. Here, the problem is that the 
teacher’s action is ‘unilateral’ and lies outside the understandings of the working 
consensus. The normally recommended way of enforcing authority whilst at 
the same time protecting the self-esteem of each child is to focus on the action or 
behaviour of the children for condemnation rather than on the children them- 
selves (Hargreaves, Hestor and Mellor, 1975; Robertson, 1996). Reprimands 
can then be firmly given, but the self-image of each child is left relatively intact. 

lige. Each child can then conform with dignity if he or she so wishes, and the incident 
is contained within the bounds of the working consensus. This will be discussed 
further in Chapters 10 and 11 where we focus on classroom management and on 
further aspects of discipline and behaviour. 

Thus, reflective teachers are likely to attempt to use their power positively and 
constructively, and they will be particularly aware of the potential damage to 
relationships which can be done by over-hasty reactions to some classroom crises. 

A further type of reflection on relationships concerns the degree of involvement 
by children, which brings us to the notion of what we have called the ‘incorpora- 
tive classroom’. 


3.2 Developing an incorporative classroom 


An ‘incorporative classroom’ is one which is consciously designed to enable 
each child to act as a full participant in class activities and also to feel them- 
selves to be a valued member of the class. This is what all of us wish for but 
there is plenty of evidence that, in the context of curriculum pressures, large 
class-sizes and the requirements of many assessment procedures, it is difficult to 
achieve. 

One feature which often causes problems is that there are variations in both the 
quantity and quality of teacher attention that is given to different categories of 
children. Sadly, this is a clear example of variations in expectation (Gipps and 
MacGilchrist, 1999, Reading 6.6). There are four fairly obvious categories 

4 around which such variations have often been found (West and Pennell, 
2003). They are: ability (e.g. Alur and Hegarty, 2002; Iveson and Hallam, 2001; 
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Mortimore et al., 1988), gender (e.g. Delamont,: 1990; Francis, 2000), race 
(e.g. Connolly, 1998; Troyna and Hatcher, 1992) and social class (e.g. Rist, 1970; 
Sharp and Green, 1975; Reay, 1998; see also Chapter 15 on inclusion). Age could 
also be an important factor particularly in mixed-age or vertically grouped 
classes. In addition, it is necessary to analyse and to be aware of the responses to 
school life of individual children, for they each respond in particular ways. It is 
very understandable if teachers tend to deal first with children whose needs press 
most or whose actions necessitate an immediate response. However, the problem 
which then arises is that some other children may be consistently passed over 
(Collins, 1996). Whilst we may have to accept that the needs of all the children in 
a class cannot be satisfied simultaneously by any teacher, they may be met more 
consistently through the skilled work of support staff. Croll and Moses (2000, 
Reading 10.6) provide a challenging analysis of this in relation to children with 
special educational needs, but we have a responsibility to ensure that teacher 
effort is distributed in proportion to the needs of all the pupils. 

Classes also vary in the degree to which differences between children and their 
abilities are valued. Such differences between people must inevitably exist (see 
Pollard, 1987a, Reading 15.2), but a contrast can be drawn between classes in 
which the strengths and weaknesses of each child are recognized and in which the 
particular level of achievement of each child is accepted as a starting-point, and 
classes in which specific qualities or abilities are regarded as being of more value 
than others in absolute terms. Sadly, in the case of the latter, the stress is often on 
levels of attainment rather than on the effort which children may have made. 
Indeed, relative attainments become institutionalized through inflexible ‘ability’ 
grouping systems; the ethos becomes competitive rather than co-operative; and 
the success of some children is made possible only at the cost of the relative failure 
of others, The overall effect is to marginalize and exclude some children whilst 
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the work of others is praised and regarded as setting a standard to which other 
children should aspire. This can have very negative consequences for children’s 
perceptions of themselves as learners (Dweck, 1986, 1999, Reading 7.6). 

Quality of work and standards of achievement are crucially important con- 
siderations, but there are also many other factors to bear in mind. For instance, 
we would suggest that an incorporative classroom will produce better classroom 
relationships and more understanding and respect for others than one which 
emphasizes the particular success of a few. Such issues are particularly significant 
when specific assessment knowledge is gathered. In the United Kingdom the out- 
comes of both teacher assessment and national testing now produce relatively 
formalized ‘results’ and must be handled very carefully if they are not to threaten 
the self-esteem of lower-achieving children (Reay and Wiliam, 1999). Of course, 
children who are less academically successful may haye considerable other 
strengths and achievements and these can be recognized and celebrated. 

Thus, there are some central questions about how children are valued which 
should be answered by a reflective teacher. Among them are those which are 
suggested in Reflective Activity 6.6 below. This time they take the form of a 
checklist. 


Reflective activity 6.6 


Aim: To consider the degree to which the classroom is structured and run so 
that each of the children can identify with class activities and feel secure in 
tackling new learning challenges. 


Evidence and reflection: There are many indicators which might be considered. 
For instance: 


1. Are children helped to learn to respect each other? Does any unnecessary 
and divisive competition take place? Which is emphasized most, the 
achievement of children or the learning efforts that are made? 


2. How flexible and responsive are classroom organizational groupings? Do 
they reflect the diversity of children’s capabilities? 


3, In decisions about the curriculum, are the interests of each of the children 
recognized and given appropriate attention? Is the children’s previous 
experience drawn on as National Curriculum requirements are adapted? 


4. How are the products of the class represented — in classroom displays, in 
assemblies, in more public situations? Are there some children whose 
work features more often, and others whose work is seen less often? 


5. How wide-ranging are the pupil achievements which are valued? 
Does every child experience at least some success to reinforce their self- 
belief and commitment to learning? Is formal assessment activity and its 
reporting handled sensitively? 


Extension: Having completed your review, what can you do to increase the 
sense of inclusion of all pupils? How could you develop the classroom climate 
to increase children’s confidence as learners? : 
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Overall then, teachers wishing to sustain an incorporative classroom will set out 
to provide opportunities for children to feel valued, to ‘join in’ and to believe 
in themselves as learners. At the same time they will attempt to eliminate any 
routines or practices which would undercut such aims by accentuating the rela- 
tive weaknesses of some children (Prutzman, 1978; Putnam, 1992; McDermott, 
1996; see also Clegg and Billington, 1994, Reading 10.2; Moyles, 1997, Reading 
10.1). 


Developing through quality circle time 


One of the most influential approaches to enhancing classroom climate in recent 
years has been through the development of ‘circle time’. A firm priority on the 
development of positive interpersonal relationships is combined with imaginative 
processes and activities to offer a ‘listening system’ in which children can speak 
frankly with themselves, each other and their teachers (Mosley, 1996). The core 
goal is the enhancement of children’s self-confidence and esteem. 

‘Circle Time’ is intended to provide a class of children with a regular time, 
structured by secure, mutually respectful ground rules, in which they can openly 
share their perspectives and opinions. Games and exercises are used to foster 
a sense of the class as a community, to negotiate rules and understandings, 
resolve difficulties and establish boundaries. ‘Bubble Time’ operates in a similar 
way, but for individuals in dialogue with their teachers, and ‘Think Books’ 
open up a written form of communication. The core activity of circle time has 
been augmented with systems of ‘Golden Rules’, incentives and sanctions and a 
broadening of the approach across the school and beyond (see Figure 6.2). 

This approach has been popular when tried in schools and, although it takes 
some time to establish, it can operate as an important form of quality enhance- 
ment — based, very significantly, on real participation and negotiation with 
children. Where it works well, there is a good deal of evidence that this enhances 
the pleasure and morale of staff. 

We need to note however that, as with any other heavily promoted ‘pro- 
gramme’ of proposals concerning teaching, relationships or learning, things can 
also be less positive in some circumstances. For instance, there may be ethical 
issues in the encouragement of some forms of ‘sharing’ and disclosure, and the 
effects of circle time can include routinized banality and divisiveness as well as 
collective problem-solving and affirmation (see Housego and Burns, 1994). 
Used thoughtfully, however, this is an effective strategy for building an inclusive 
classroom culture. 


CONCLUSION 


Apart from increasing the happiness and educational achievement of individual 
children, teachers who are attentive to the particular needs of individuals and 
develop good relationships with the class as a whole are likely to find that they 
encounter fewer disruptive incidents. Perhaps, too, an expectation of being caring 
towards each other may spread among the children and be of longer-term benefit 
for society more generally. An inclusive, incorporative classroom will also 
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Figure 6.2 A model for whole-school quality circle time (Mosley, 1998) 


support the development of positive dispositions towards learning itself, and thus 


contribute to long-term educational performance. 


Good relationships are thus intimately connected to classroom discipline 
and effective teaching. Preventative of trouble, foundational for learning, and 
pleasurable to participate in, classroom relationships that are going well are a 


considerable source of teacher and pupil fulfilment. 


Finally, we should note that there are sometimes children with whom more 
specific efforts to develop good relationships may need to be made. Such cases 
might include particularly able children who may become bored; children who 
find school-work difficult and may become frustrated; children who have special 
educational needs; children who are new to the class or school; and children who 
have been upset by events in their lives over which they have little control, such as 
a bereavement, a break-up of their parents’ marriage, parental unemployment 
or even sexual or physical abuse. Such children need very sensitive and empathic 
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attention and they may need special help to express their feelings, to put them in 
perspective, to realize that their teacher and others care about them and to feel 
that they have tangible and appropriate targets to strive for in their lives. Such 
care may enable a child to take control of the situation, with the support of their 
teacher, to the extent that this is possible. However, teachers should guard against 
being amateur therapists. Child psychologists and social workers are available 
and they should be invited to give advice if circumstances require their help. 

iz A good link here would be to Chapter 11, which deals with behaviour and 
classroom management. Of course, these issues are closely related to the quality 
of classroom relationships. 


Key readings 
For Withall’s classic study on ‘socio-emotional climate’, see: 


Withall, J. (1949) 

‘The development of a technique for the measurement of social-emotional climate in 
classrooms’, 

Journal of Experimental Education 17, 347-61. mM Reading 6.1 


One of a number of classic books by Carl Rogers on ‘person-centred’ theory is: 


Rogers, C. (1969) 
Freedom to Learn. 
New York: Merrill. 


More general overviews of research on classroom relationships are provided by: 

Rogers, C. and Kutnick, P. (1990) 

The Social Psychology of the Primary School. 
London: Routledge. | 
Pianta, R. C. (1999) 


Enhancing Relationships Between Children & Teachers. 
Washington DC: American Psychological Association. 


The interpretive approach to classroom relationships which has informed much of this 
chapter is discussed in detail in: 


Pollard, A. (1985) 
The Social World of the Primary School. 
London: Cassell. mM Reading 6.4 


The ‘art’ of maintaining relationships while teaching is described by: 


Woods, P. and Jeffrey, B. (1996) 

Teachable Moments: the Art of Teaching in Primary Schools. : 
Buckingham: Open University Press. (T) Reading 6.3 
On children’s confidence and self-esteem the books below provide a conceptual overview, 
a research review and practical ideas, respectively: 


Lawrence, D. (1987) 
Enhancing Self-esteem in the Classroom. ; 
London: Paul Chapman. ing) Reading 6.7 


Roberts, R. (2002) 
Self-esteem and Early Learning. 
London: Paul Chapman. 
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Other constructive and stimulating books which will support the development of class- 
room felationships are: 


MacGrath, M. (2000) 

The Art of Peaceful Teaching in 
Motivation. 

London: David Fulton. 
Humphreys, T. (1995) 

A Different Kind of Teacher. 
London: Cassell. 

Cowie, H. & Wallace, P. (2000) 
Peer Support in Action: From Bystanding to Standing By. 
London: Sage. 

Putnam, J. and Burke, J. B. (1992) 

Organising and Managing Classroom Learning Communities. 
New York: McGraw Hill. 

Ingram, J. and Worrall, N. (1993) 

Teacher-Child Partnership: The Negotiating Classroom. 
London: David Fulton. 


the Primary School: Improving Behaviour and Preserving 


A book specifically on supporting children’s learning at these times of great pressure on 
performance, is: 


Decker, S., Kirby, S., Greenwood, A. and Moore, D. (1999) 
Taking Children Seriously. 
London: Continuum. 


For background information and a framework for understanding child protection issues, 
see: 


Beckett, C. (2003) 
Child Protection: An Introduction. 
London: Sage. 


Books which consider the relationships between teachers and support staff — from each 
perspective — are: 


Wakinson, A. (2003) 
Managing Teaching Assistants. 
London: RoutledgeFalmer. 


Fox, G. (1998) 
A Handbook for Learning Support Assistants. 
London: David Fulton. 


The importance of interpersonal relationships in classrooms and schools is repeatedly 
asserted in: 


DES (1989) 

Discipline in Schools. 

Report of the Committee of Enquiry chaired by Lord Elton. 

London: HMSO. (¥) Reading 11.8 


For suggestions of other books on classroom discipline, see Chapter 11. 


Readings for Reflective Teaching (the companion volume) offers other closely associated 
work on the issues raised in this chapter. This includes work by authors such as: 


hetp://www.rtweb.info 


Key Readings 


John Withall, W. Lewis, Philip Jackson, Peter Woods, Andrew Pollard, Maurice Galton, 
Linda Hargreaves, Chris Comber, Debbie Wall, Anthony Pell, Caroline Gipps, Barbara 
MacGilchrist and Denis Lawrence. 


RTweb offers additional professional resources for this chapter. These may include 
Further Reading, illustrative Reflective Activities, Web Links and Download Facilities 
for diagrams, figures, checklists, activities. 
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INTRODUCTION: TOWARDS ‘PERSONALIZED LEARNING’? 


1 LEARNING PROCESSES 
. S 1.3 


Social cognition 
(p. 148) 


Social Socio-cultural 
constuctivism studies 


2 CHILDREN AS LEARNERS 


21 2.3 2.5 2.7 
Health and ‘Intelligence’ Personality, Taking stock of 
physical (p. 156) identity and key factors in 
development motivation learning 

(p. 11) (p. 163) (p. 167) 
2.2 2.4 2.6 
Body and Culture Meta-cognition 


brain, mind (p. 159) and thinking 
and behaviour skills 


(p: 154) (p. 165) 
3 APPLYING SCHOOL LEARNING - THE ULTIMATE CHALLENGE? 


CONCLUSION 


Introduction: Towards ‘Personalized Learning’? 


Enhancing professional standards and competences 


During a teaching career, the detail of required curricular priorities (like 
governments) will come and go, but the ways in which children learn are 
much more enduring. 


The English standard states: 


Trainees must demonstrate that they understand how pupils’ learning can be 
affected by their physical, intellectual, linguistic, social, and emotional 


development. 
(TTA, 2002, Standards for the Award of QTS, standard 2.4) 


At the time of writing, Scotland requires that student teachers must: 


Demonstrate knowledge and understanding of the main theories of learning and 
draw on these in thinking about and planning their own teaching. 
(QAA, 2000, Standard for ITE in Scotland, Benchmark 1.3) 


‘Chartered Teachers’ in Scotland and ‘Advanced Skills Teachers’ in England 
should ground their expertise even more firmly on what is known about 
children’s learning. 


INTRODUCTION: TOWARDS ‘PERSONALIZED 
LEARNING’? 


Learning can be considered as the process by which knowledge, concepts, 
skills and attitudes are acquired, understood, applied and extended, Children 
also discover their feelings towards themselves, towards each other and towards 
learning itself, Learning is thus partly a cognitive process, and partly social and 
affective. A reflective professional has two major concerns ~ there is a short- 
term focus on pupil performance in relation to curriculum tasks, but there is 
also a longer-term responsibility to foster each child’s personal confidence as a 
learner. 

During 2004, after many years of single-minded pressure for ‘performance’, 
senior government ministers in England began to suggest ‘Personalized Learning’ 
as a new concept for educational provision. Even the Prime Minister joined in, 
thus recognizing that the emphasis on ‘teaching’ and ‘curriculum delivery’, 
which had characterized policies of the past fifteen years, needed to be comple- 
mented by a more principled and authentic attention to learning processes. The 
concept of Personalized Learning is now reflected in the Primary Strategy and 
its associated materials (DfES, 2003a, 2004a) and underlies the DFES’s ‘Five 
Year Strategy for Children and Learners’ (2004c). But what does Personalized 
Learning mean? 

‘Personalized Learning’ is described by DfES as ‘a philosophy’ (2004b) and as 
an approach to teaching and learning which builds on the needs and interests of 
the child. In particular, it recognizes that the quality of learning is shaped by the 
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learner's experience, character, interests and aspirations and that professionals 
need to exercise judgement in meeting such needs. High quality teaching thus 
explicitly builds on learner needs, as well as on high expectations and subject 
knowledge. As Schools Minister, David Miliband, put it: 

Personalized Learning is based on high expectations of every child, given practical form 

by high quality reaching based on a sound knowledge and understanding of each 

child’s needs. 

(North of England Education Conference, January 2004) 

From the perspective of reflective professionals, this approach is likely to be very 
welcome. As this text has always proposed, teaching and learning must be con- 
sidered as iritegrated processes, with awareness of contextual issues and of the 
needs of learners. 

The DfES (2004b) has identified five elements of teaching provision which 
follow from the Personalized Learning approach. Each component features in 
this book. 


1, Assessment for learning and the use of evidence and dialogue to identify every 
pupil’s learning needs (see Chapter 14); 


2. Teaching and learning strategies that develop the competence and confidence 
of every learner by actively engaging and stretching them (see Chapters 12 
and 13); 


3. Curriculum entitlement and choice that deliver breadth of study, personal 
relevance, and flexible learning pathways through the system (see Chapters 8 
and 9); 


4. A student centred approach to school organization, with school leaders and 
teachers thinking creatively about how to support high quality teaching and 
learning (see Chapters 5 and 17); 


5. Strong partnership beyond the school to drive forward progress in the class- 
room, to remove barriers to learning and to support pupil wellbeing (see 
Chapters 4 and 10). 


Together, these are seen as ‘adding value to the learning journey through primary 
school’. ‘The learning journey’ refers to a more profound form of educational 
experience, for whilst successful learning may result in confidence, pleasure and 
a sense of achievement, persistent failure may lead to low self-esteem, apathy, 
avoidence or aggression. Here we are dealing, with the cumulative formation 
of the person as a learner, with each child’s sense of themselves and of their 
capacities - their ‘learning identity’. Facilitating such holistic development is 
an extremely rewarding aspect of teaching in primary schools, but it is no 
indulgence. Indeed, the complex, fast-moving nature of modern economies and 
societies demands that future citizens are adaptable, confident ‘lifelong learners’ 
(DfEE, 1998a). In their teaching in the present, primary-school teachers thus 
contribute to the foundations of our collective future — as well as to the personal 
well-being of their pupils. 

The Notes for Further Reading on RTweb are likely to be particularly useful 
for this chapter. 
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1.1 


LEARNING PROCESSES 


Learning is a highly complex aspect of human activity and one which, even now, 
is not fully understood, Of course, humans learned for many thousands of years 
before anyone thought that a ‘curriculum’ and ‘schooling’ were necessary and it 
is worth keeping our own role as professional educators in perspective! At its 
simplest, learning can be seen as the product of a continuous interaction between 
development and experience through life (Blyth, 1984) (see Figure 7.1). Seen in this 
way, the delivery of the specific curriculum required by society in any particular 
historical time and place pales into insignificance. Nevertheless, learning can be 
more or less effective, and the professional teacher's job-is to understand the 
process as well as possible and to offer children the benefit of that understanding. 


Figure 7.1 Development, experience and curriculum 


For centuries, philosophers and psychologists have worked to analyse learning 
and such enquiries will undoubtedly continue. The result is that there are many 
alternative theories which attempt to describe the process. We have simplified this 
complex field by identifying just three theories of learning which have been of 
particular influence on teaching and learning in primary schools. 


Behaviourism 


This theory suggests that living creatures, animal or human, learn by building up 
associations or ‘bonds’ between their experience, their thinking and their 
behaviour, Thus as long ago as 1911, Thorndike expressed both the ‘law of 


effect’: 
The greater the satisfaction or discomfort, the greater the strengthening or 
weakening of the bond. 
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and the ‘law of exercise’: 


The probability of a response occuring in a given situation increases with the num- 
bet of times that response has occurred in that situation in the past. 


Thorndike was confident and claimed that these ‘laws’ emerged clearly from 
‘every series of experiments on animal learning and in the entire history of the 
management of human affairs’ (Thorndike, 1911, p. 244). 

A variety of versions of behaviourism were developed and provided the 
dominant perspective on learning until the 1960s. Perhaps the most significant 
of these later psychologists was Skinner (e.g. 1968, see Reading 7.1) who, through 
his work with animals, developed a sophisticated theory of the role in learning of 
stimulus, response, reinforcement and consequence. 

The influence of behaviourist theory in education has been immense because, in 
the early part of the century, it provided the foundations of work on a ‘science of 
teaching’ based on whole-class, didactic approaches through which knowledge 
and skills were to be taught. The ‘law of effect’ was reflected in elaborate systems 
and rituals for the reinforcement of correct pupil responses. The ‘law of exercise’ 
was reflected in an emphasis on practice and drill. 

Behaviourist learning theory casts the learner in a relatively passive role, 
leaving the selection, pacing and evaluation of learning activity to the teacher. 
Subject expertise can thus be transmitted in a coherent, ordered and logical way, 
and control of the class tends to be tight — because the children are often required 
to listen. There is a problem though in whether such teaching actually connects 
with the learner’s existing understanding. 

Teaching which has been influenced by behaviourism can been seen in all 
primary schools. The importance of reinforcing children’s work and effort is well 
established, and reflects the work of Skinner (e.g. 1953) in demonstrating the 
failure of punishment as a means of supporting learning. The use of practice 
tasks is also widespread (Bennett et al., 1984), particularly for teaching aspects of 
the core curriculum such as numerical computation, spelling and writing, and this 
type of work reflects the influence of the ‘law of exercise’. The use of teacher- 
controlled explanation and of question-and-answer routines are important 
parts of any teacher’s pedagogic repertoire. They will be found, for instance, in 
school assemblies, when new topics are being introduced and when taking 
stock of achievements. The idea of building progressive steps in learning (c.g. 
Gagné, 1965) is, of course, directly reflected in the organization of the National 
Curriculum of the UK and other countries into ‘levels’. Behaviourism has also 
been influential in work with children who experience emotional and behavioural 
difficulties (EBD), achieving significant success through reinforcement of appro- 
priate actions (Wheldall, 1991). 

Figure 7.2 represents the roles of children and adult in behaviourist-influenced 
teaching and learning processes. 

Some particular points could be noted. First, there is a high degree of adult 
control in the process; deciding on the subject matter, providing instruction, 
pacing the lesson, correcting, assessing and reinforcing pupil responses. In 
principle, this makes it relatively easy for teacher expositions and explanations 
to be logical, coherent, linear and progressive as subject matter or skills are 
introduced to the pupils. However, there are also some difficulties in teaching in 
this way. The most important is the question of connecting with the existing 
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CHILDREN Respond Respond 


FW ai 


ADULT ——» Decides on ——> instructs Assesses and Instructs 
important children reinforces children 
knowledge, 

Skills, etc. 


Figure 7.2 A behaviourist model of roles in the teaching-learning process 


understanding of children. In this respect, the strength of subject exposition can 
also be a weakness if a child does not recognize subject divisions as being relevant 
to daily experiences (see Chapter 8, Section 2.2). Such a mismatch can reduce 
motivation and achievement’ as the child cannot use the knowledge which is 
offered to build a meaningful understanding. In such circumstances, learning 
tends to be superficial and fragmented. This problem may be made acute when 
large groups are taught because it is very hard for a teacher to ‘pitch’ the lesson 
appropriately for all learners. 

The influence of behaviourism has been greatest on what are commonly termed 
‘traditional’ teaching methods, and particularly those associated with whole- 
class, subject-based teaching. Careful programmes of reinforcement have also 
been found to be appropriate and effective for some children with special edu- 
cational needs and emotional or behavioural difficulties. However, behaviourism 
can be oversimplified_as a ‘training’ model and it is unfortunate that the value 
which it does have, when used appropriately, tends to be generalized by non- 
educationalists. Perhaps this is because of its association with tight discipline and 
strong subject teaching. However, as we have seen, these can also be weaknesses. 
The responsibility of teachers is to interact with children so that they actually 
learn, not simply to expose them to subject matter and drill. 

Teaching methods based on behaviourism must, therefore, be fit for their 
purpose. 


Constructivism 


This theory suggests that people learn through an interaction between thinking 
and experience, and through the sequential development of more complex 
cognitive structures. The most influential constructivist theorist was Piaget (c.g. 
1926, 1950, 1961; see Reading 7.2) whose ultimate goal was to create a ‘genetic 
epistemology’ — an understanding of the origin of knowledge derived from 
research into the interaction between people and their environment. 

In Piaget’s account, when children encounter a new experience they both 
‘accommodate’ their existing thinking to it and ‘assimilate’ aspects of the experi- 
ence. In so doing they move beyond one state of mental ‘equilibration’ and 
restructure their thoughts to create another. Gradually then, children come to 
construct more detailed, complex and accurate understandings of the phenomena 
they experience. 
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Piaget proposed that there are characteristic stages in the successive develop- 
ment of these mental structures, stages which are distinctive because of the type 
of cognitive ‘operation’ with which children process their experience. These 


stages are: 
© the sensori-motor stage (approximately birth-2 years) 

© the pre-operational stage (approximately 2-7 years) 

© the concrete operations stage (approximately 7-12 years) 

© the formal operations stage (approximately 12 years onwards). 


In each of the first three stages the role of the child’s direct experience is deemed 
to be crucial. It is only in the formal operations stage that abstract thinking 
is believed possible. In the sensori-motor and pre-operational stages children 
are thought to be relatively individualistic and unable to work with others for 
long. Children are believed to behave rather like ‘active scientists’, enquiring, 
exploring and discovering as their curiosity and interests lead them to successive 
experiences, Play and practical-experimentation have a crucial role in the assimila- 
tion process at each stage (Piaget, 1951) —a point that is particularly well under- 
stood by early childhood educators (Moyles, 1994; Parker-Rees, 1999, Reading 
7.4; Curriculum and Assessment Authority for Wales, 1996, Reading 9.3). 

The influence of constructivist theory in primary education was considerable 
following the report of the Plowden Committee (OACE, 1967, Reading 8.3) in 
which it was suggested that: 


Piaget’s explanation appears to fit the observed facts of children’s learning more 
satisfactorily than any other, It is in accord with what is generally regarded as the 


most effective primary school practice, as it has been worked out empirically. 
(CACE, 1967, para. 522) 


‘Child-centred’ teaching approaches, based on interpretations of Piaget’s work, 
were adopted with enormous commitment by many teachers in the late 1960s 
and 1970s, Great imagination and care was put into providing varied and stimu- 
lating classroom environments from which children could derive challenging 
experiences (e.g. Marsh, 1970). Sophisticated forms of classroom organization, 
such as the ‘integrated day’ (Brown and Precious, 1968; Walton, 1971) were 
introduced and developed to manage the problem of providing individual 
children with appropriate direct learning experiences. Despite these efforts, 
empirical research showed that constructivist methods were not greatly reflected 
in the actual practice of teachers of older primary children (Galton, Simon and 
Croll, 1980). Constructivism has always been particularly influential in work 
with younger pupils with whom the benefits of working from children’s interests, 
from play and from practical experience are relatively clear-cut (Anning, 1991; 
Dowling, 1992; Moyles, 1994; 1995, Reading 10.1). However, Piaget’s work has 
influenced important work on the development of thinking skills and ‘cognitive 
acceleration’ in science and maths across the age range (Adey and Shayer, 1994). 

There have been a number of criticisms of Piaget’s work, particularly because 
of the way in which seeing children’s development in sequential structured stages 
can lead to underestimation of their capacities. Psychologists, such as Donaldson 
(1978) and Tizard and Hughes (1984), have demonstrated that children’s intel- 
lectual abilities are far greater than those reported by Piaget. Such findings 
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emerge when children are observed in situations that are meaningful to them. In 
such circumstances they have also shown considerably more social competence 
at younger ages than Piaget’s theory allows (Dunn, 1988; Siegler, 1997). From a 
different perspective, sociologists such as Walkerdine (1983, 1988) have argued 
that Piaget’s stages became part of child-centred ideology and a means through 
which teachers classify, compare and, thus, control children. Critics have also 
suggested that this form of constructivism over-emphasizes self-discovery by the 
individual and ignores the social context in which learning takes place, In so 
doing, the potential of teachers, other adults and other children to support each 
child’s learning is underestimated. 

Constructivist learning theory, as adapted by educationalists, casts the learner 
in a very active and independent role, leaving much of the selection, pacing and 
evaluation of the activity to the child to negotiate. There is considerable emphasis 
on pupil interests and some compromise on the specifics of curriculum coverage. 
In its place, there tends to be more emphasis on learning concepts and skills 
through work on pupil-chosen topics. 

Teaching which has been influenced by constructivism can be seen in all 
schools. It is reflected in the provision of a rich, varied and stimulating environ- 
ment, in individualized work and creative arts, the use of practical apparatus, 
the role of play and imagination in media such as sand, water and clay, as well as 
in simulated play-contexts such as the ‘home corner’, It may also be reflected in 
exercises and tests of ‘readiness’ for new stages of reading, or in direct Piagetian 
tests of young children for one-to-one correspondence and conservation of 
number. Above all, though, the influence of constructivism is reflected in the 
ways in which primary school teachers relate with children. Perhaps this is an 
unintended legacy, but the nature of constructivism, with its close identification 
with the learner, provides many opportunities for primary school teachers 
to share in children’s fascination and excitement when encountering new and 
meaningful experiences. 

Figure 7.3 represents the roles of child and adult in constructivist-influenced 
teaching and learning processes. 

Note here the negotiation of pupil activity and the emphasis placed on direct 
experience in learning, Together, these haye the enormous strength, in principle, 
of creating high levels of pupil motivation and engagement. In the right circum- 
stances, creativity and other forms of pupil achievement can reach exceptional 
levels of excellence. However, coverage of a particular curriculum is hard to 
monitor and the diversity of individual pupil interests tends to produce relatively 
complex forms of classroom organization as a range of activities is provided. 


Experience ———> Experience ————> Makes 
sense 


Evaluates 


Figure 7.3 A constructivist model of roles in the teaching-learning process 
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Research shows that teachers then tend to be drawn into managing this complex 
environment rather than teaching itself. 

‘As with behaviourist approaches, professional judgements about ‘fitness for 
purpose’ will guide decisions about the use of teaching methods based on 


constructivism. 


Social cognition 


This perspective on learning takes two main forms. On the oné hand, it draws 
attention to the language and forms of understanding that are embedded in 
particular contexts and social practices — and sees these as important ‘cultural 
resources’ that are available to a learner from that setting. Studies with this 
emphasis are often referred to as socio-cultural. On the other hand, it draws 
attention to the key role of experienced participants in inducting less competent 
learners, and in ‘mediating’, ‘scaffolding’ and extending their understanding. 
Studies with this emphasis are known as social constructivist, because they retain 
the constructivist concern with learner activity, but also recognize the significance 
of social processes. 

We might say then, that theories of social cognition affirm the importance 
of recognizing and building on pupils’ family and community knowledge, 
whilst also emphasizing the role of teaching and instruction in extending such 
knowledge. The seminal writer on this approach was Vygotsky (1962, 1978, 
Reading 7.3) whose publications in Russian actually date from the 1930s. The 
increasing availability of Vygotsky’s work in English coincided with reappraisals 
of the strengths and weaknesses of Piagetian theory. Psychologists such as Bruner 
(1986), Wood (1988) and Wertsch (1985) have been able to demonstrate the 
considerable relevance of Vygotsky’s work to modern education. This com- 
plemented empirical work by other child psychologists, and curriculum- 
development initiatives by subject specialists, and has led to the incorporation of 
such work into national strategies. 

As we have seen, a key insight concerns the role of the culture and the social 
context of the learner in influencing understanding (Bruner, 1990, Reading 7.8; 
Pollard and Triggs, 2000, Reading 7.11). This influence starts in informal ways 
from birth. Thus infants and young children interact with their parents and 
family and, through experiencing the language and forms of behaviour of their 
culture, also assimilate particular cognitive skills, strategies, knowledge and 
understanding (Dunn, 1988; Richards and Light, 1986). Cognition, language and 
forms of thought thus depend on the culture and social history of the learner as 
well as on any particular instruction which may be offered at any point in time. 
For example, Mercer (1992, Reading 7.9) shows how his daughter ‘appropriated’ 
new ways of playing from watching an older child. This influence of culture on 
learning continues throughout life; indeed, it is what makes learning meaningful. 
Ideas, language and concepts derived from interaction with others thus structure, 
challenge, enhance or constrain thinking. 

An extremely practical conclusion: from this is that teachers must engage 
with children’s existing cultural and conceptual understandings (and misunder- 
standings) before attempting further instruction. To quote a recent US review: ‘if 
initial understanding is not engaged, students may fail to grasp new information 
and concepts, or may learn for the purposes of the test, but fail to transfer the 
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learning to new situations’ (National Research Council, 1999, p. 25). As we will 
see later in this chapter, this argument for ‘deep’ and ‘connected’ learning is also 
linked to learner identity. Does the learner feel comfortable with new, school 
knowledge? Can they incorporate it and feel supported by the significant others 
in their lives (such as parents or their peers), or do they experience apathy or even 
disapproval? 

The second major aspect of social cognition on which we will focus concerns 
the social constructivist. mediation of understanding by more knowledgeable 
others. This is best illustrated through Vygotsky’s concept of the ‘zone of 
proximal development’ (the ZPD) (1978, Reading 7.3). This is: 


the distance between the actual developmental level (of the child) as determined 
through problem solving and the level of potential development as determined 
through problem solving under adult guidance or in collaboration with more 
capable peers. 

(Vygotsky, 1978, p. 86) 


The ZPD concerns each child’s potential to ‘make sense’. Given a child’s present 
state of understanding, what developments can occur if the child is given 
appropriate assistance by more capable others? If support is appropriate and 
meaningful, then, it is argued, the understanding of children can be extended far 
beyond that which they could reach alone. 

Such assistance in learning can come in many ways. It may take the form of an 
explanation by or discussion with a knowledgeable teacher; it may reflect debate 
among a group of children as they strive to solve a problem or complete a task; 
it might come from discussion with a parent or from watching a particular tele- 
vision programme. In each case, the intervention functions to extend and to 
‘scaffold’ the child’s understanding across their ZPD for that particular issue. An 
appropriate analogy, suggested by Bruner, is that of building a house. Scaffolding 
is needed to support the process as the house is gradually constructed from its 
foundations — but when it has been assembled and all the parts have been secured 
the scaffolding can be removed. The building — the child’s understanding — will 
stand independently. 

The influence of social constructivism has grown steadily since the early 1980s. 
Perhaps this is because the approach seems to recognize both the needs of learners 
to construct their own, meaningful understandings and the strength of teaching 
itself. Indeed, a key to the approach lies in specifying constructive relationships 
between these factors. As Tharp and Gallimore (1988) suggest learning can be 
seen as ‘assisted performance’. 

Figure 7.4, elaborated from Rowland (1987), represents the roles of children 
and adults in social constructivist teaching and learning processes. Negotiation, 
focused perhaps on a national curriculum topic, is followed by activity and dis- 
cussion by children. However, the teacher then makes a constructive intervention 
to provide support and instruction — a role which Rowland named as that of 
the ‘reflective agent’. This draws attention to the fact that any intervention must 
be appropriate. It must connect with the understandings and purposes of the 
learners so that their thinking is extended. If this is to happen, teachers need 
to draw on both their subject knowledge and their understanding of children in 
general and of their class in particular. They must make an accurate judgement 
themselves about the most appropriate form of input. In this, various techniques 
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Figure 7.4 A social constructivist model of roles in the teaching-learning process 


[INKS of formative assessment (see Chapter 14, Section 1.3) are likely to be helpful. If 
i such judgements are astute then the input could take the children’s thinking 
forward, across the ZPD and beyond the level of understanding which they 
would have reached alone. Clearly there could be successive cycles of this process. 


LY Reflective activity 7.1 


Aim: To consider the influence and strengths of behaviourist, constructivist 
and social constructivist psychology when applied to children’s learning and 
primary school practice. 


Evidence and reflection: Review a selection of major learning situations and 
teaching methods, which your class has experienced during a school day. 

Note each learning situation, each teaching approach and then consider the 
psychological rationale for its use. 


Teaching approach used | Psychological rationale | 
for the teaching approach 


Consider if you are drawing effectively on the strengths of each approach. 
Does this activity have any implications for the repertoire of teaching strat- 
egies that you use? 


Learning situation 


Extension: Consider the influence, strengths and weaknesses of each learning 
theory on teaching and learning in your school, Are the teaching approaches 
used ‘fit for their purpose’? 
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The influence of social constructivist ideas is implicit in much of the docu- 
mentation of the National Curriculum, the National Literacy and Numeracy 
Strategies in England and, for the last decade, these ideas have progressively 
underpinned the work of curriculum associations and teacher-based curriculum 
innovation in all subjects. The role of language and of discussion is paramount in 
learning in each area. 


Summary 


Figure 7.5 (overleaf) provides a very simple summary of some key points in the 
previous discussions of teacher-learner interaction. We return to broader socio- 
cultural factors in Section 2.4 of this chapter. 

So far in this chapter we have considered three major theoretical influences on 
learning and teaching processes in primary schools. We now move on, in Part 2, 
to think more specifically about children as learners and factors which influence 
individual differences in learning. 


CHILDREN AS LEARNERS 


Two key themes of this chapter, the concern for pupils’ task performance and the 
longer-term responsibility to foster each child’s self-confidence as a learner, will 
feature strongly in the discussions below. We need to explore the interconnections 
between the two and consider if we can create virtuous, mutually reinforcing 
relationships between them. However, we begin by focusing on children’s health 
and physical development. 


Health and physical development 


Children’s health and stage of physical development are crucial to their well- 
being and capacity to learn (Hugdahl, 1995). The pioneering work of Tanner 
at the London Institute for Child Health (see Tanner, 1978) was influential 
in demonstrating patterns of normal development in children and it was on 
the basis of such work that mass-screening procedures were introduced into the 
United Kingdom. Carried out in schools by visiting medical staff, measures such 
as height and weight are still used as indicators of child health — thus enabling 
problems to be identified and help offered if necessary. 

Indeed, health has always been strongly associated with social conditions 
(Rutter and Madge, 1976; Wilkinson, 1986) and perhaps it has been the general 
rise in average standards of living since the 1970s which has reduced the promi- 
nence of the issue. However, in the final decades of the twentieth century, UK 
poverty levels for those out of work steadily worsened and the health of children 
in poor families was badly affected (Joseph Rowntree Foundation, 2000). Health 
across the UK as a whole remains an issue of considerable concern to government 
(Secretary of State for Health, 1999). See also Maden, 1999, Reading 15.1. 

Children develop physically at very different rates and such differences 
can affect both children’s capacity for new learning and their self-confidence. 
Differential rates of development should therefore be carefully considered by 
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Figure 7.5 Some features of behaviourist, constructivist and social constructivist 


models of learning in primary-school classrooms 
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teachers, particularly if national curriculum and assessment procedures make 
little explicit allowance for such variations (Maude, 2001). In this context, there 
is concern that children may sometimes be required to do things, such as con- 
trolling a pencil, before they are sufficiently physically developed. Indeed, levels 
of attainment may reflect present development rather than long-term capability, 
and this is a vital distinction. 

Modern family lifestyles have also produced concerns about the diet and 
lack of physical exercise of many children (National Audit Commission, 2001; 
Sustain, 2004). The general view is that children consume too much fat, sugar 
and salt and that the exercise which they get is not sufficiently sustained to ensure 
healthy development of muscles and heart. Environmental issues such as toxicity 
in cities and the rapid development of child allergies are obviously additional 
concerns. 

What, too, do children think of their own health and health care at home 
and school? Mayall (1994) researched this question in London and found that 
children were both aware of many important health issues and capable of taking 
more responsibility than they were normally offered by adults. Those bodies had 
minds of their own, and wanted to be consulted! 


Reflective activity 7.2 
Aim: To evaluate the exercise taken by children in your class. 


Evidence and reflection: We suggest that a simple daily record sheet is 
developed such as the one below. 
The task for the children could be: 


If you had any exercise at these times, please write in what you did. 


After getting up 
Getting to school 
First lesson 
Playtime 

Second lesson 
Dinner time 

Third lesson 
Story-time 

Getting home + 
At home before tea 
At home after tea 


This could be completed retrospectively by each child for one week, perhaps 
at the start of each day regarding the day before. cont 


Extension: Analyse your results. You should be able to see patterns in the 
type, amount and timing of activities. Perhaps there will be differences 
between boys and girls, or between children with gardens at home and those 
without. Do you judge that the amount of exercise is sufficient for healthy 
physical growth at the age of your children? 
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Body and brain, mind and behaviour 


The work of biologists and neurologists has attracted much attention in recent 
years and new knowledge is beginning to affect our understanding of human 
development and its implications for teaching (Dowling, 1999; Greenfield, 1 997). 
On the one hand, we have the extraordinary mapping of human DNA and some 
30,000 genes from which each of our species is formed. Scientists now race to 
document the proteins within the body, which are arguably even more significant 
(see Morange, 2001). However, the implicit biological determinism of the con- 
cept of the ‘selfish gene’ (Dawkins, 1978) has developed into more wide-ranging 
socio-biological analyses which demonstrate the interaction of genes and culture 
(for an influential text, see Wilson and Lumsden, 1981). From the educational 
point of view, we must therefore accept the contribution of genetic variation 
whilst also affirming our responsibility with parents and others for helping each 
child to fulfil his or her potential in the context of specific social, cultural and 
economic’ opportunities. However, before exploring this further, we need to 
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understand a little more about the brain itself. The brain has three key biological 
elements: 


© the reptilian system: a deep, core element that monitors basic survival needs, 
such as hunger, thirst, temperature, light, threat and risk 


© the limbic system: associated with emotions and long term memory 


@ the neocortex: located at the top of the brain, associated with more advanced 
mental functions and split into two hemispheres. 


Learning is not effective if core survival needs are not met and, whilst this is 
particularly true for babies, it is a factor at any age — thus, for instance, justifying 
the provision of school breakfasts for young children in some communities and 
the establishment of stable and emotionally secure classroom climates. 

Within the neocortex, parts of the left hemisphere have been found to control 
‘analytic capacities such as language, logic, pattern recognition and reflective 
thought; whilst much of the right hemisphere is associated with more intuitive and 
representational capabilities such as visualization, imagination, rhyme, rhythm and 
expression. There is a danger, however, in over-simplification of what is actually a 
complex, interacting cognitive system (Hellige, 1993). 

Trillions of networks of neural cells are interconnected within the brain by 
‘synapses’, and it is the number and complexity of these that affect the brain’s 
capacity. There are two ways in which synapses are added to the brain — in part 
determined by biology, and in part by each child’s experiences. First, in the early 
stages of development, the brain over-produces synapses but then selectively 
prunes out those which are not used. As Bransford, Brown and Cocking put it 
(1999, p. 104): 


the nervous system sets up.a large number of connections. Experience then plays on 
these networks, selecting appropriate connections and removing inappropriate 
ones, What remains is a refined form that constitutes the sensory and cognitive bases 
for later phases of development. 


The second way in which synapses are added is actually driven by experience, 
when additions occur as a biological consolidation of new learning. This process 
of adaption and development is known as ‘plasticity’, and operates throughout 
life. Such processes have enormous implications for teaching. 

There is no doubt at all then, that children’s mental capacities (or our own) are 
the product of the interaction of biological and environmental factors. In this 
context, it is helpful to distinguish between ‘brain’ (as a biological organ), ‘mind’ 
(the personal meanings which become embodied within a brain) and ‘behaviour’ 
(actions taken on the basis of thoughts and feelings). Of course, the mind strongly 
reflects the influence of culture. As leading neuroscientist Colin Blakemore 
(2000) wrote: ‘if our behaviour were determined by our genes, we should be 
stuck in the world of the very first of our species who appeared some 100,000 
years ago. But the extraordinary capacity of the brain to modify itself on the basis 
of its own experiences has fuelled a different form of evolution, the evolution of 
mind and culture.’ : 

So how do we get the best out of children as learners? One answer to this has 
been provided by those promoting forms of ‘accelerated learning’ (e.g. Smith, 
1998). This offers a ‘big picture’ of factors involved in ‘brain-based methods for 
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accelerating motivation and achievement’. In particular, it aims to enable teachers 
to access the implications of recent research so that this can be drawn into class- 
room practice. The approach tries to be holistic, as can besseen from the ‘memory 
map’ introducing a key model of learning in Figure 7.6, and it leads to a 
wide range of recommendations. However, caution is necessary, because much 
scientific knowledge on the brain is not yet sufficiently robust to underpin the 
conclusions that are sometimes drawn for practice. 
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Figure 7.6 Memory map introducing a model of learning (from Smith, 1998) 


2.3 ‘Intelligence’ 


Teachers meet the specific needs of children by knowing them well. It is thus right 
and proper that concepts to describe the attributes of pupils should exist. How- 
ever, such concepts should be accurate, discriminating and capable of impartial 
application. Notions of ‘intelligence’ have a long history but; given what we now 
know about the capacity of people to develop themselves, there are also serious 
dangers of stereotyping and inappropriate generalization. 
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Although the validity and measurement of the concept of intelligence has been 
in dispute among psychologists for many years, the idea was once taken for 
granted and has passed into our culture to denote a generalized form of ability. It 
is part of our language and it influences our ways of thinking about children. 
For instance, parents often talk about their children in terms of ‘brightness’ or 
‘cleverness’, and teachers routinely describe children and classroom groupings 
in terms of ‘ability’. The concept of intelligence is important too because it is 
often used in the rhetoric of politicians and the media when they communicate 
with the public. It is thus routinely assumed that there is both a generalized trait 
of intelligence and that it is possible to measure it objectively. 

Of course, such beliefs underpinned the UK use in the 1950s and 1960s 
of intelligence tests, at eleven-plus, to select children for secondary education. 
Belief in the context-free objectivity of such testing was severely undercut 
by studies at the time such as those by Simon (1953) and Squibb (1973). Indeed, 
research in areas where eleven-plus is still used, such as in Northern Ireland, 
has continued to show the lack of objectivity of the measurement. For instance, 
Egan and Bunting (1991) recorded gains of 30 to 40 per cent for a coached group 
of eleven-year-olds compared with an uncoached group. The results showed 
clearly that children can be taught to do intelligence tests and that it is not 
possible to identify or measure some context-free generalized ability with any 
confidence. 5 

The debate about the notion of intelligence also continues. Psychologists 
such as Kline (1991) argue, on the basis of statistical factor-analysis, that general 
ability remains a valid concept to describe an amalgam of inherited attributes. 
On the other hand, Howe (1990) used experimental and biographical evidence 
from different cultures to argue that there are many types of ability and that 
generalized measures, such as IQ scores, are misleading. According to Howe, 
the origins of exceptional abilities lie in an interaction of intellectual, 
motivational and temperamental factors produced within a social and cultural 
context, and this may, itself, enhance or inhibit achievement. As he put it, ‘faced 
with a new task, the chances of a person being successful depend on a myriad of 
contributing influences. These include the person’s existing knowledge in relation 
to the particular task, existing cognitive skills, interest, motivation, attentiveness, 
self-confidence ‘and sense of purpose, to mention only a few’ (Howe, 1990, 
p. 221). 

The idea that there are many forms of intelligent behaviour, and that these are 
influenced by the social context in which people act, is thus now largely accepted. 
A particularly developed form of this argument is. that of Gardner (1985, 
Reading 7.5; 1999) who has suggested that there are ‘multiple intelligences’: 


© linguistic: enables individuals to communicate and make sense of the world 
through language (e.g. as journalists, novelists and lawyers) 


© logical mathematical: allows individuals to use and appreciate abstract 
relations (e.g. scientists, accountants, philosophers) 

© visual spatial: makes it possible for people to visualize, transform and use 
spatial information (e.g. architects, sculptors and méchanics) 


® bodily kinaesthetic: e.g. enables people to use high levels of physical move- 
ment, control and expression (e.g. athletes, dancers and actors) 
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e musical: allows people to create, communicate and understand meanings 
made from sound (e.g. composers, singers, musicians) 

interpersonal: helps people to recognize and make distinctions about others’ 
feelings and intentions and respond accordingly (e.g. teachers, politicians and 
sales people) 

intrapersonal: enables a capacity for a reflective understanding of others and 
oneself (e.g. therapists and some form of artists and religious leaders) 
naturalist: allows people to understand and develop the environment (e.g. 
farmers, gardeners and geologists). 


Gardner’s analysis is an advance over the notion that each person has a unified 
and fixed intellectual capacity. In particular, it has the direct implication for 
teachers that pupils should be offered diverse learning tasks which can tap into a 
wide range of abilities and ‘intelligences’. An interesting, and influential, exten- 
sion of this argument has been offered by Goleman with his concept of ‘emo- 
tional intelligence’ (1996, 1998). This draws particular attention to the feelings 
that are often associated with learning, and the ways in which these are managed. 
However, the concepts of multiple intelligences and emotional intelligence both 
risk giving the impression that capacities are fixed. As we have seen, neuroscien- 
tists suggest that the brain is ‘plastic’ and can be moulded and developed by new 
experiences and opportunities. Indeed, many stories of ‘the teacher who changed 
my life’ concern professionals who believed in a child’s capability, and helped 
them to succeed in a new field of learning. 

Research by Dweck over many years (e.g. 1986, 1999, Reading 7.6) has estab- 
lished the crucial importance of how children think about their own capability. 
Those who adopt an ‘entity theory’ of intelligence tend to believe that their 
personal capability is fixed, and that they either ‘can’ or ‘cannot’ succeed at the 
new challenges that they meet in school. For this reason, they may adopt a form 
of ‘learned helplessness’ and dependency to accomplish school life. However, 
those who adopt an ‘incremental theory’ of their capability believe that they are 
able to learn and improve. They are thus likely to be more highly motivated, 
have greater engagement and take risks, exhibit ‘resilience’ (Claxton, 1999) 
Reading 7.7) and act independently. 

It is perhaps worth remembering some simple points about ‘intelligence’ and 
learning: 


© the use of generalized terms such as intelligence, ability, etc. is imprecise, 
insecure and unreliable — but is often put to rhetorical use; 


there are many kinds of abilities and one challenge for teachers is to enrich 
their pupils’ lives by identifying, developing and celebrating the diverse 
attributes of each child; 


whatever a child’s present capabilities, a teacher can influence the quality 
of pupil learning experiences and can thus enhance future intellectual 
capacity. 


As wé have seen, the influence of culture is profound. It impacts on pupils’ 
interpretation of task performance and their views of themselves as learners — and 
thus merits oui specific attention. 
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Reflective activity 7.3 


Aim: To monitor the use and abuse of concepts of ‘intelligence’. 


Evidence and_reflection A simple method is proposed based on noticing, record- 
ing and studying any use of language which denotes generalized ability. 

This could be done in a school, in discussion with governors, teachers, 
parents, non-teaching staff or children, from printed articles in newspapers 
and the educational press, from school or government documents, from the 
speeches of politicians. It will require active listening — becoming attuned to 
things which are said which are relevant — and the period of awareness may 
need to extend over a week or so. 

Whatever sources are chosen, the statements and the context in which these 
occur should be recorded in notes as accurately as possible. 

When you have a collection of statements, study them. 

Think about them in their context. For instance: Do they recognize the 
richness and diversity of children’s present capabilities? What particular 
expectations about future attainment are implied? 


Extension: Try to monitor your own use of language. Be explicitly aware 
of the words and concepts which you use. Distinguish between abilities 
and attainments. Try to satisfy the criteria of accuracy, discrimination and 
impartiality in your thinking about children’s capacities and potential. 


Culture 


Of course, it has always been thought that home background, peer relationships, 
the cultures of different schools and, increasingly, the media influence how 
children learn. However, the development of social constructivist and socio- 
cultural psychology has led to a much greater understanding of the processes 
which are at work (Bruner, 1990, Reading 7.8) (Mercer, 1995, 1992, Reading 
7.9: Pollard, 2000, Reading 7.11). (See also Section 1.3 of this chapter.) 

We can identify three particularly significant cultural influences on learning: 


Cultural resources and experiences. Learning is a process of ‘making sense’ 
and whatever is taken as being meaningful (‘makes sense’) will be strongly 
influenced by the culture, knowledge, values and ideas of social groups 
which the child has previously experienced. Such cultures provide an initial 
framework of understanding. Thus, each child’s early learning will tend to 
elaborate and extend the knowledge which is embedded in their experienced 
culture. Sometimes this is talked about as ‘situated learning’ (Lave and Wenger, 
1991). 


The mediation of language. Language is the medium of thinking and learning 
and is created, transmitted and sustained through interaction with other 
people within the cultures of different social settings. These settings influence 
the range of ‘languages’ we use — the register, styles, dialects, etc. Language 
also embodies the ‘cultural tools’ through which new experiences are ‘medi- 
ated’ and interpreted as learners become inducted into the knowledge of their 
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communities (Wertsch 1985, 1991). Sometimes this is known as “cognitive 
apprenticeship’ (Rogoff, 1990). See also Chapter 13. 


Learning disppsition. The approach to learning adopted by each child is cru- 
cial to educational outcomes. Will a child be open or closed to experience and 
support, will they be confident or fearful, willing to take risks or defensive? 
What is their self-belief, their ‘identity’ as a learner? Can they overcome set- 
backs, and will they become a ‘lifelong learner’? The origins of disposition 
and learner identity lie in early childhood and reflect the learning cultures 
which each child has experienced (Claxton, 1999, Reading 7.7; Pollard and 
Filer, 1996, Reading 5.5), yet schools continue the process as the first formal 
institution which most children experience in a sustained way. 


The major sources of such cultural influence are commonly seen as family and 
community, peers, the school and the media. We will consider each in turn. 


Family and community. Family background has been recognized as being of 
crucial significance in educational achievement for many years. This occurs not 
just in material ways, depending on the wealth and income of families, nor 
simply because of ownership or otherwise of overt forms of ‘cultural capital’ 
(Bourdieu and Passeron, 1977) or ‘social capital’ (Coleman, 1988), which are 
often associated with high-status groups in society. The most significant issues 
for school learning concern what the culture of the family and community pro- 
vides in terms of a framework of existing understanding, a language for further 
development and the child’s disposition regarding learning. Relationships with 
siblings are likely to be important but, in most cases by far the most significant 
influence for young children will be with their mother or carer. Reay (2000, 
Reading 4.5) has coined the term ‘emotional capital’ to identify the essential, 
emotional underpinning of learning, which is largely provided through maternal 
nurturing. Of course, with high rates of divorce and single-parenthood in 
modern society, family forms are-now very diverse and additionally families 
are themselves part of culturally diverse communities. Children’s cultural 
circumstances can thus vary widely, even within the same class of pupils. 


Peers at school. As we saw in Chapter 4, peer group culture is important to 
children as a way of both enjoying and adapting to school life (Davies, 1982, 
Reading 5.4). As children get older, the culture of boys and girls tends to 
become more distinctive and the culture of the playground also starts to mirror 
both academic achievement within school and social factors outside the school 
such as social class and ethnicity. Such differentiation is particularly important 
to gendered patterns in motivation and learning dispositon (Murphy, 2001, 
Reading 15.6). Some peer cultures favour school attainment and are likely to 
reinforce teacher efforts to engender a positive approach to learning. Other 
peer cultures derive meaning from alternative values, and children who are 
influenced by such cultures may approach school with minimal or even oppos- 
itional expectations. Such children will still be constructing understanding, but 
it may not be the type of understanding for which teachers would have aimed. 


The school. Schools each have their own unique culture, a point which we shall 
elaborate in Chapter 17. Such cultures are created by those who work in the 
school and those who are associated with it. A school culture must be seen as 4 
learning context which is at least as important as the bricks and mortar, books 
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and equipment which make up the material environment of a school (see, for 
instance, Southworth, Nias and Campbell, 1992, Reading 17.2). Again, we have 
to ask how this culture influences the framework for understanding which is 
offered to the children, the language in which teaching and learning is transacted 
and the stance which pupils adopt. For instance, are children encouraged to take 
risks in their learning? Is a positive learning disposition engendered through the 
symbolic rituals and events of the school, the assemblies and demonstrations of 
‘good work’? What criteria about standards of school-work are communicated? 
What are the underlying assumptions about learning and knowledge within the 
school — and how do these impact on the children? It is also important to recog- 
nize that the school culture will not necessarily have the same meaning for all 
those who work and study in the institution. For instance, some teachers may 
feel that the cultural milieu inhibits the kind of teaching approach they favour, 
whereas other teachers may find it enabling and supportive. A further factar is 
the existence of subcultures within the school. Although looked at from the 
‘outside’, so to speak, schools have their own distinctive culture, on closer 
inspection this can be seen to be made up of a number of separate cultural 
groupings amongst staff and pupils each of which has a different relationship to 
the official dominant culture. This heterogeneity is often reflected in classroom 
practice, and gives rise to a unique ‘ethos’ in each classroom. 


The media and new technologies. The influence of the media is a controversial 
topic. Some feel that, whilst book reading seems in relative decline, young 
children watch many hours of television each week and their play and life- 
styles are influenced by advertizing, soap-operas and other forms of popular 
media, including, for some, the internet. Whilst contradictory research findings 
abound, many teachers and parents believe that the influence is noticeable. 
Certainly, young people may identify with particular ‘imagined communities’ 
(Anderson, 1991), perhaps from television programmes, or adopt particular 
forms of consumption or behaviour associated with popular music or com- 
puter games. However, as Buckingham (2000) has argued, this is simply a new 
phase in the history of childhood in which electronic media provide a new 
environment within which enduring questions are played out. Children may 
be breaking free of the traditionally sheltered world of ‘childhood’ and playing 
in new domains. The key questions for their learning remain whether the 
children are passive or active in their stance and how new cultural experiences 
are interpreted and used. There is little doubt that children need to know how 
to understand, make use of, and protect themselves from new media and 
technologies. 


Clearly, the nature of these influences on each child will dramatically affect 
the way in which he or she approaches learning at school. Reflective Activity 7.4 
focuses on this issue. 
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Lf \ Reflective activity 7.4 
Aim: To map the influence of culture on the learning of a pupil. 


Evidence lection: This activity is directly based on the text of Section 
2.4. It provides an opportunity to review the range of influences on a child 
and their capacity as a learner, Begin by drawing up @ table, as below, on a 


large sheet of paper. 


The mediation of | Learning 


Cultural resources 
language disposition 


and experiences 


The influence of 
family and 
community 


The influence of 
peers and friends at 
school 


The influence of the 
school 


The influence of the 
media and of new 
communication 
technologies 


Think of a child whom you know well. Consider the way culture and 
experiences influence the child’s understanding, the language he or she uses 
and the learning disposition he or she adopts. Complete each cell of the table, 
as far as you can, to map what you know about the sources of influence on 
that child. 

If you have time it would be valuable to talk to the pupil and others - 
parents, peers and teachers — to improve the quality of your data. 


Extension: Repeat this exercise with different pupils, or compare the results 
of similar activities by colleagues. What insights are produced by comparisons 
of children of day sex, ethnicity, religion, social class, attainment? You 
can see some examples of this sort of analysis in the final chapters of Pollard 
and Filer (1996, 1999). a 
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In summary, children are both reproduced by their culture, and produce 
new forms of it. However, culture and language always mediate thought, inter- 
pretation and learning. Thus success or failure through curriculum tasks and 
short term performance is given particular significance by the cultural inter- 
pretations that are made of it (Filer and Pollard, 2000, Reading 14.7). In these 
ways, culture both structures learning attainment and shapes the self-belief of 
the learner. What then, are the consequences for the personality, identity and 
motivation of the child? 


Personality, identity and motivation 


Psychologists’ understanding of personality has, according to Hampson (1988), 
derived from three contributory strands of analysis. The first is the lay perspective 
— the understandings which are implicit in common-sense thinking of most of us 
about other people. This is evident in literature and in everyday action. It is a 
means by which people are able to anticipate the actions of others — ideas about 
the character and likely actions of others are used for both the prediction and 
explanation of behaviour. 

Such understandings have influenced the second strand of analysis — that of 
trait theorists. Their work reflects a concerted attempt to identify personality 
dimensions’ and to objectively measure the resulting cognitive and learning 
styles. Among the most frequently identified dimensions of cognitive style are 
impulsivity/reflexivity (Kagan, 1964) and extroversion/introversion (Eysenck, 
1969). Such early work has been synthesised by Riding and Rayner (1998) into 
two orthogonal families — wholist/analytic and verbal/imager. Other accounts 
identify more general learning styles such as the concrete/abstract/sequential/ 
random offered by Butler (1998) and the visual/auditory/tactile of Sarasin (1999), 
However, whilst this approach is important in recognizing patterns of individual 
difference, it is not straightforward to translate it into specific classroom pro- 
vision. Further, we need to be wary of inappropriately limiting the expectations 
that we make of children. Perhaps, in other circumstances, they would sometimes 
surprise us? 

A third strand of personality analysis has become prominent in recent years, 
and Hampson calls this the self perspective. This approach sees the development 
of personality in close association with that of self-image and identity. Crucially, 
it draws attention to the capacity of humans to reflect on themselves, to take 
account of the views of others and to develop. The social context in which 
children grow up, their culture, interaction and experiences with significant 
people in their lives, is thus seen as being very important in influencing their views 
of self and consequent patterns of action. 

A key aspect of this concerns the meaning which learning has for a child. In one 
sense, such motivation issues can be seen as being technical and related to specific 
tasks. Certainly, when children fail to see any purpose or meaning in an activity 
it is unlikely to be productive — however well-intended and carefully planned. 
Sadly, as we saw in Chapter 4, a very common perception of children regarding 
schools is that lessons are ‘boring’ and, for this reason, engendering enthusiasm 
often requires sensitivity, flexibility, spontaneity and imagination from the 
teacher. The nature of this challenge is represented in Figure 7.7, which plots 
the relationship between new learning challenges and existing skills, knowledge 
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New learning challenge 


Existing skills & knowledge 


Figure 7.7 Risk, boredom and motivation 


and understanding. If too great a challenge is set for a child, then the situation 
of risk may produce withdrawal. Conversely, if the challenge is too little, then 
boredom and mischief may ensue. Targeting the effective learning in which the 
child will be highly motivated requires considerable skill and knowledge of both 
the subject matter and the child. Of course, motivation can stem from a wider 
range of factors too, from ‘intrinsic’ and ‘extrinsic’ interest, to a fear of receiving 
negative sanctions. 

However, the most enduring form of motivation is connected to the evolving 
identity of each person and to their ‘framework of meaningfulness’ (US National 
Research Council, 1999). For example, Pollard and Filer (1999) tracked a cohort 
of English children through the seven years of their primary schooling, document- 
ing their ‘strategic biographies’ as they adapted to successive teachers and 
classrooms. In some settings, particular children felt affirmed as they developed 
new skills, appropriated new knowledge and fulfilled their learning identities 
through the school curriculum. Other settings were less conducive to such pro- 
cesses and children felt little personal connection to the curriculum. It became 
something that was done to them, that they had to endure, rather than an activity 
through which they could experience personal development and understanding. 

ng! Pollard and Triggs (2000, Reading 7.11) argued that learning in such circum- 
stances tends to be superficial, and retained only to pass a test, please a teacher or 
satisfy some other short-term goal. Deep, enduring learning only occurs when 
new knowledge connects meaningfully with the personal narratives through 
which we make sense of life. 

We also need to remember that learning can be emotionally challenging, and is 
certainly not simply cognitive and rational. Frijda (2001) suggests that emotions 
are subjective responses to events that are important to individuals. Positive or 
negative emotions reflect the affirmation or threat to previous understandings 
and ‘meaning structures’, or indeed the affirmation or threat that an activity 
pose» for a child’s personal identity, self-esteem or social status. As children 
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sometimes say, whilst it can be ‘embarrassing’ to succeed, it is often humiliating 
to fail. Learning can thus be stressful at both the micro level of the task, but also 
at a more enduring, personal level (Lazarus, 1991, 1999). 

One way of overcoming this two-pronged challenge is to become more 
effective at ‘learning how to learn’, and it is to this powerful set of ideas that we 
now turn. 


2.6 Meta-cognition and thinking skills 


We have considered some major factors which are likely to produce patterns 
in children’s approaches to school tasks. The interplay of such factors is, 
however, extremely complex and will never be entirely predictable. Further- 
more, children have the crucial capacity to reflect on their own thinking pro- 
cesses and to develop new strategies. This capacity for self-awareness regarding 
one’s own mental powers is called ‘meta-cognition’ (Flavell, 1970, 1979). It 
has received strong endorsement and extension in recent years through the 
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refinement of practical ways of developing ‘thinking skills’ (Fisher, 1999; 
McGuinness, 1999). 

Meta-cognition is a particularly important capacity once children start to 
attend schools. Prior to this, at home, learning is largely self-directed and think- 
ing tends to be embedded in immediate personal experience (Donaldson, 1978); 
at school, the agenda for learning increasingly becomes directed by teachers, 
Thinking is challenged to become more disciplined and deliberate; tasks are set, 
problems posed and instructions given; criteria for success and failure become 
more overt. The result of all this is that a new degree of self-control is required 
and, in order to achieve this self-control, new forms of reflective self-awareness 
become essential. 

Play and ‘playfulness’ make a significant contribution to the development of 
learning capacity. This is particularly important for young children, as with many 
other animal species. Indeed, Bruner’s classic paper on ‘the nature and uses of 
immaturity’ (1972) argued that a prolonged immaturity was positively associated 
with the development of playfulness and learning capacity. Play is thus a crucial 
aspect of human intellectual ability. Parker-Rees (1999, Reading 7.4) has built 
on this analysis, suggesting that playfulness, whilst vital for young children, 
is also important at all ages and is a foundation of creativity, imagination and 
problem-solving. Perhaps playfulness should be a criterion for becoming a 
teacher? 

Another significant influence in the development of this field was Vygotsky, the 
social constructivist psychologist (see Section 1.3). He believed that learners, 
in working to understand and cross their “zones of proximal development’, could 
be supported by their own disciplined and reflective thinking, in addition to 
the assistance offered by more capable adults and peers. He called this ‘self- 
regulation’. School instruction serves a particular purpose here in raising aware- 
ness and challenge, and from this higher order thought is developed. Tharp and 
Gallimore (1988, Reading 13.2) provide a particularly good illustration of this, 
with their four-stage theory of ‘assisted performance’. The concept of ‘Building 
belie Power’ (Claxton, 2002, 2004) is a contemporary development of these 
ideas. 

The meta-cognitive capacity of children has been a flourishing area of work 
amongst psychologists for many years (e.g. Robinson, 1983; Scardamalia and 
Bereiter, 1983; Wood, 1988; Yussen, 1985). Perhaps the most accessible account 
is that of Nisbet and Shucksmith (1986) who advocate the identification and 
development of six ‘learning strategies’ (see Checklist 7.1). 

Other development projects by innovative practitioners have foregrounded 
more substantive thinking skills (such as information processing, reasoning, 
enquiry, creative thinking and evaluation), and considered whether they can be 
taught directly to enhance curriculum work. For instance, Feuerstein’s Incre- 
mental Enrichment (IE) programme (1980) has been effective for over 40 years, 
and Lipman’s Philosophy for Children (1980) has been influential in the UK 
through the work of Fisher (1990, 1999). CASE (Cognitive Acceleration through 
Science Education, Adey and Shayer, 1994) has been successfully adapted for 
primary children and for mathematical learning (CAME). Such work is also pet- 
fectly possible with very yayng children. For example, the High/Scope nursery 
programme (Hohmann, Banet and Weikart, 1979) uses a plan-do-review cycle as 
the basis of classroom activities At each stage children are supported in thinking 
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Asking questions __ establishing aims and parameters of a task, discovering 
audience, relating a task to previous work. 


Planning deciding on tactics and time schedules, reduction of task 
into manageable components, identification of necessary 


skills. 


Monitoring continuing attempt to match efforts, solutions and 
discoveries to initial purposes. 


Checking preliminary assessment of performance and results. 
Revising re-drafting or setting revised goals. 


Self-testing final self-assessment of results and performance on task. 


Checklist 7.1 Classroom strategies for developing thinking about learning 


about their own learning and performance. As McGuinness (1999) put it in her 
DfEE review: 


There is a need to be explicit about what we mean by better forms of thinking. 

If students are to become better thinkers — to learn meaningfully, to think 

flexibly and to make reasoned judgements — then they must be taught explicitly 

how to do it. 

(DfEE, 1999, p. 3) 

Such approaches have now been affirmed in the official endorsement of ‘thinking 
skills’, for instance in the preface of the English ‘Curriculum 2000’ and in the 
Primary Strategy (Department for Education and Skills, 2003a). 


2.7 Taking stock of key factors in learning 


This section offers a simple summary of the key factors that affect learning 
and motivation (see Figure 7.8). Our understanding has moved a long way 
beyond simple behaviourist and constructivist models, though there is much 
more to discover, We now know that the most effective, deep, long-term learning 
is meaningful and conceptual. This is hugely important for teaching, and 
Reflective Activity 7.5 encourages you to apply these insights to children in 
your class. 
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Things that are likely 
to have a positive effect 
on children’s learning 


e Good health 

e Good nutrition 

e Adequate sleep 

e Appropriate clothing 
e Adequate housing 


e Calculation that the 
effort is worthwhile 

 Self-belief in success 

e Meaningful rewards 

e Awareness of learning 
processes 

e Sense of mastery 

e Encouragement from 
significant others 

Rich experiences and 
language 


e Active family support 
and high expectations 
e Peer group support and 
constructive 
competition 

e Social support system, 
extended family, role 
models and relevant 
experiences 


e Cognitively matched 

e Emotionally satisfying 

e Perceived as relevant 
and personally 
meaningful 

e Engaging through 
active pedagogy 

e Interesting tasks and 
subject matter 


PHYSICAL 
AND 
CIRCUMSTANTIAL 
FACTORS 


PERSONAL 
FACTORS 


FORMS 
OF SOCIAL 
SUPPORT 


THE QUALITY 
OF TASKS 
AND 
CHALLENGES 


hildren’s Development? 


Things that are likely 
to make children’s 
learning more difficult 


e Iiiness 

e Hunger 

e Fatigue 

e Inappropriate clothing 
e Poor housing 


e Calculation that it isn’t 
worth the effort 

e Perceived failure, shame 

e Lack of rewards 

e Poor understanding of 
learning processes 

e Sense of helplessness 

e Absence of attention or 
encouragement 

e Limited experiences 
and language 


e Family resignation and 
low expectations. 

e Peer group opposition 
and ridicule of learning 


e Limited social support, 
negative role models 
and many distractions 


e Too easy or too difficult 

e Emotionally disturbing 

e Perceived as irrelevant 
and personally 
meaningless 

e Disengagement 
through passive 
pedagogy 

e Boring tasks or subject 
matter 


LEARNER ENGAGEMENT 
Paying attention, concentrating, practising, reflecting, persevering: 
building and extending a meaningful conceptual framework. 


Figure 7.8 Factors affecting learner engagement 
(adapted from US National Research Council, 1999) 
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LY Reflective activity 7.5 


Aim: To review what is known about factors affecting learner engagement, 
and to apply this understanding to children in your class. 


Evidence and reflection: Try to take stock of the issues that have been raised in 
this chapter. Although they are complex, they directly affect individuals such 
_as the children in your class. 


Consider a boy and a girl with contrasting motivation towards learning. 
Using the structure provided by Figure 7.8, make notes on the factors which, 
in your opinion, affect their engagement with learning. Record physical 
and circumstantial factors, personal factors, forms of social support, and the 
quality of tasks and challenges which they typically meet in school. 

Does such a review help in understanding and making better provision for 
such children? 


Extension: To what extent have such factors affected your own engagement 
as a learner through your educational career? Over time, could you use this 
understanding to develop your personal learning effectiveness? 


3. APPLYING SCHOOL LEARNING - THE ULTIMATE 
CHALLENGE? 


We conclude this chapter by drawing attention to a major problem of school 
learning — in the ‘real world’ outside, it is hard to actually apply the knowledge 
that has been learned. This seems to be because of the very different frames of 
reference that structure thinking in the different settings. Routine activities at 
home, parks, shops or street are accomplished using a quite different set of pro- 
cedures and forms of knowledge than the procedurally constrained requirements 
of school, Whilst the former tend to be pragmatic and informal, the latter are 
formal and are often assessed. The result, sadly, is that children often find it hard 
to make connections between their learning in these two worlds. For instance, 

ing Hughes et al. (2000, Reading 7.10) documented the gap between the abstract, 
formal knowledge of National Curriculum mathematics in primary classrooms, 
and the authentic contexts in which it might have been applied (but often 
remained unused). Similar findings exist across the curriculum, from doing 
geography tasks in school, to getting lost when travelling; and from doing, well 
‘in the Literacy Hour, to being unable to write a real letter about something 
important. 

Learning, in this sense, is about making connections between different forms of 
knowledge. However, this is particularly difficult when understanding and skills 
are being developed and have not yet been confidently appropriated into identity 
and self-belief. 
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From the teachers’ perspective, we need to acknowledge that children probably 
know a lot more than we think they know. If only we could tap into, and inter- 
connect with, the funds of knowledge that are sustained in the social practices of 
their families and communities, then pupils’ learning might become much more 


authentic, flexible and sustained. 
We thus have yet another topic on which a reflective and aware teacher can 


be really effective — this time in encouraging children to think about what they 
know, how they know it, how it fits into their lives and how.they can apply such 
knowledge in the future. 


CONCLUSION 


Learning is an immensely complex topic and this chapter has simply touched the 
surface of some of the many issues which are involved. In one sense, perhaps the 
provisional nature of our understanding is no bad thing, because, if we knew it 
all, then one of the greatest sources of fascination and fulfilment in teaching 
would be diminished. The vocation of teaching will certainly always include this 
element of intellectual challenge as teachers seek to understand what children 
understand, and then to provide appropriate support. Government promotion of 
‘Personalised Learning’ is a helpful endorsement of this priority. 

In this chapter we have reviewed three influential theories on children’s learn- 
ing and discussed some of the key issues which are involved. We then considered 
how physical and biological factors in the body and brain interact with the social 
and cultural factors of the broader society. Learning capability and motivation, 
we argued, must be addressed in terms of completing curricular tasks — but it 
should also be complemented by an understanding of the long-term process of 
developing a positive learner identity. Such self-understanding and belief, with its 
associated dispositions towards learning, are likely to be particularly enduring 
outcomes of primary education. 

Whatever the strength of subject requirements and pressures for short-term 
attainment, teachers are thus likely to be most effective in supporting children’s 
learning if they bear such insights in mind. 


Key readings 


Two excellent books on children’s development, and the ways in which it influences 
learning are: 


Smith, P. K., Cowie, H. and Blades, M. (1998) 
Understanding Children’s Development. 
Oxford: Blackwell. 


Meadows, S. (1992) 

Children’s Cognitive Development: The Development and Acquisition of Cognition in 
Childhood. 

London: Routledge. 


Through detailed case-studies, Pollard and Filer illustrate the significance of social 
influences on children’s developing sense of identity as learners. 
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Key Readings 


Pollard, A. and Filer, A. (1996) 
The Social World of Children’s Learning. 
London: Cassell, mM Reading 5.5 


On learning itself, Howe offers a splendid account of psychological research and the ways 
in which it affects school life. Whitebread’s collection provides expert coverage of a wide 
range of topics in relation to primary education specifically, The Daniels and Edwards 
reader reflects current trends in the psychology of education. 


Howe, M. J. (1999) 

A Teacher’s Guide to the Psychology of Learning. 

Oxford: Blackwell. 

Whitebread, D. (ed.) (2000) 

The Psychology of Teaching and Learning in the Primary School. 
London: Routledge Falmer. 

Daniels, H. and Edwards, A. (eds) (2004) 

The RoutledgeFalmer Reader in Psychology of Education. 
London: RoutledgeFalmer. 


Psychological research from the United States has been very influential in recent years. 
Gardner’s work established the idea of ‘multiple intelligences’ and Dweck has done 
brilliant work on motivation. Beyond this, there have been significant attempts to take 
stock and review everything that is known about learning and schooling. Bransford, 
Brown and Cocking’s book is one outcome. 


Gardner, H. (1985) 

Frames of Mind: The Theory of Multiple Intelligences. 

London: Paladin Books. ing) Reading 7.5 
Dweck, C. (1999) 

Self-theories: Their Role in Motivation, Personality and Development. 

New York: Psychology Press. ing Reading 7.6 
Bransford, J. D., Brown, A. I. and Cocking, R. R. (eds) (2000) 

How People Learn: Brain, Mind, Experience and School. 

Washington, DC: National Academy Press. 


Debate on the implications of the neurobiology of the brain is growing, though caution is 
appropriate in such a new field of research. For good introductions, see: 


Dowling, J. (1999) 
Neurons and Networks: an Introduction to Behavioural Neuroscience. 


Cambridge, Mass.: Harvard University Press. 
Greenfield, S. (ed.) (1996) 

The Human Mind Explained. 

London: Cassell. 


Many argue that the significance of play and of imagination in learning is becoming 
seriously underestimated in these days of detailed curriculum prescription. For sources 
which assert its importance, for children’s learning and beyond, see: 


Moyles, J. R. (ed.) (1994) 

The Excellence of Play. 

Buckingham: Open University Press. 
Sutton-Smith, B. (1998) 

The Ambiguity of Play. 

Cambridge, Mass.: Harvard University Press. 


ing) (see also Reading 7.4) 
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Among many interesting books on the development of meta-cognitive and thinking skills, 
see: 

Fisher, R. (1998) 

Teaching Thinking. 

London: Cassell Education. 


The idea of ‘Building Learning Power’ through developing resilience, resourcefulness, 
reflectiveness and reciprocity is worth considering. See: 


Claxton, G. (2002) 
Building Learning Power. 
Bristol: TLO. 


Finally, for a committed overview, see: 


Collins, J., Harkin, J. and Nind, M. (2002) 
Manifesto for Learning. 
London: Continuum. 


ing! Readings for Reflective Teaching (the companion volume) offers other closely associated 
work on the issues raised in this chapter. This includes work by authors such as: 


Burrhus Skinner, Jean Piaget, Lev Vygotsky, Rod Parker-Rees, Howard Gardner, Carol 
Dweck, Guy Claxton, Jerome Bruner, Neil Mercer, Martin Hughes, Charles Desforges, 
Christine Mitchell, Clive Carré, Andrew Pollard, and Pat Triggs. 


RTweb offers additional professional resources for this chapter. These may include 
Further Reading, illustrative Reflective Activities, useful Web Links and Download 
Facilities for diagrams, figures, checklists, activities. 
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Enhancing professional standards and competences 


The aims and structure of the curriculum are of enormous importance, and in 
recent years have been given a great deal of emphasis and seen a great deal of 
change. 

In England there are specific requirements for each phase. However, the 
overall requirement is for each qualified teacher to: 


Have secure knowledge of the subject(s) they are trained to teach (and areas of 


learning at Foundation Stage). 
(TTA, 2002, Standards for the Award of QTS, standard 2.1) 


Know and understand the Values, Aims and Purposes and the General Teaching 
Requirements set out in the National Curriculum Handbook. 
(TTA, 2002, Standards for the Award of QTS, standard 2.4) 


Wales aims for a broad coverage and an understanding of the Curriculum 
Cymreig. Students must: 


Understand the purposes, scope, structure and balance of the National Curric- 
ulum Orders as a whole and, within them, the place and scope of the primary 
phase, the key stages, the primary core and other foundation subjects and RE. 


Understand that, in Wales, pupils should be given opportunities, where 

appropriate, to develop and apply their knowledge and understanding of the 

cultural, economic, environmental, historical and linguistic characteristics of 
Wales. 

(Welsh Office, 1998, Standards for the Award of QTS, 

standards A: 1ii and A: 2a) 


All curricula, in other words, derive from a specific social and historical con- 
text — as Scotland and Northern Ireland also illustrate. A reflective teacher 
should be aware of this and of how it affects the structure of the curriculum as 
a whole. To maximize the quality of provision, she or he then needs to be able 
to apply both subject knowledge and understanding of children’s learning. 


INTRODUCTION 


The development of national curricula and of coherent whole-school planning 
are undoubtedly the most significant developments in curriculum provision in 
recent years. Parallel developments have taken place in many parts of the world, 
and, whilst there are obvious differences in each country, there are also many 
similarities in the ways in which aims are identified and structures created (Meyer 
and Kamens, 1992, Reading 8.1; Thomas, 1989, Reading 4.2). 

To start this chapter, we will first consider what the term ‘curriculum’ might 
mean, as in any discussion of the curriculum not only are there many possible 
structural permutations, but the term itself can be used in a number of different 
ways. 
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The official curriculum. This can be defined as ‘a planned course of study’, i.e. 
an explicitly stated programme of learning, perhaps incorporating a national 
curriculum which has been endorsed by government. Such a course of study is 
likely to have three elements. First, there will be an intended curriculum con- 
tent. This will have been consciously planned, but is unlikely to include a 
consideration of learning which may take place outside school. Second, the 
official curriculum will usually structure sequence and progression, thus fram- 
ing the content and course of activities. Third, the planned course of study will 
be designed with the intention of challenging children appropriately and 
matching their learning needs. For an example of this, see the Curriculum and 
Assessment Authority for Wales ‘Desirable outcomes for young children’s 
learning’ (Reading 9.3) or the Key Stage 3 or Primary Strategies in England. 

In England, Wales and Northern Ireland, the official curriculum is based on 
each national, statutory curriculum, the content of which must be included in 
the teaching programme. In Scotland, a national curriculum is presented as 
‘guidance’ to schools only, though, in practice, this guidance is widely fol- 
lowed (subject to local adaption for environmental studies) (see SEED, 2000, 
Reading 9.2), 

As has been indicated, however, in terms of the official curriculum as the 
‘planned course of study’, the National Curriculum is only one, albeit central, 
element, The place of spiritual, moral, social and cultural education in both 
subject teaching and the wider life of a school is a key focus for school inspec- 
tion throughout the UK. From the perspective of the ‘2000 version’ of the 
National Curriculum in England and Wales (DfEE/QCA, 1999) personal, 
social and health education (PSHE) and education for citizenship are strongly 
promoted through non-statutory guidance. Schools across the UK need to 
consider the place of sex education in preparing policies, and religious educa- 
tion, whilst not a National Curriculum subject in England and Wales, is never- 
theless statutory in these countries. Thus the official curriculum must be 
viewed as wider than the National Curriculum, and the ‘whole curriculum’ is 
wider still. 


The hidden curriculum. The hidden curriculum consists of all that is learned 
during school activities which is not a designated part of the official curric- 
ulum. It is what is ‘picked up’ about such things as the role of the teacher and 
the role of the learner, about the status and relationships of each, about atti- 
tudes towards learning and to school. Children may also acquire ideas about 
the ways boys or girls ‘should’ behave, or about differences ‘because’ of being 
black or white, middle-class or working-class. Part of this comes from the way 
in which values are conveyed through the interaction and language which are 
associated with teaching and learning processes. The hidden curriculum is thus 
implicit within regular school procedures and curriculum materials, and can 
exert a powerful influence on pupils through the communication of the values 
of teachers and of the school. Indeed, though known as ‘hidden’ (because it is 
not ‘official’), these issues may be extremely salient to children. In fact, it has 
been suggested by writers in this field (Jackson, 1968, Reading 6.2; Meighan, 
1981) that the implicit messages conveyed through the hidden curriculum can 
have a profound effect on the self-image of children, upon their images of 
school and on their attitudes to other social groups. These have all been shown 
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to have a direct impact on learning. Chapters 14 and 15 provide more extensive 
discussions of these issues. 


The observed curriculum. This is the curriculum that can be seen to be taking 
place in the classroom. It may, of course, be very different from the intended 
official curriculum, especially where the bulk of that curriculum results from 
national or regional guidance. With respect to the statutory elements of the 
official curricula in England and Wales and in Northern Ireland, differences 
between this and the observed curriculum might be thought of as relating less 
to the underlying body of knowledge and skills being taught, and more to the 
effectiveness of different teaching strategies in promoting learning. It must be 
remembered however, that what can be seen in terms of subject content or 
activities is not the same thing as how the children feel about it, or what they 
learn through it. This leads to the next aspect of ‘curriculum’. 


The curriculum-as-experienced. This way of conceptualizing the curriculum 
identifies the parts of the curriculum, both official and hidden, which actually 
connect meaningfully with children. Whether officially anticipated or not, this 
is likely to reflect young children’s developmental needs (see Katz, 1998, 
Reading 8.4). Arguably, it is only this curriculum-as-experienced that actually 
has an educational impact upon children. 


Quite clearly then, the concept of the ‘whole curriculum’ is much wider than the 
official curriculum. It might, in fact, be envisaged as encompassing all the learn- 
ing experiences, planned and unplanned, that the pupil encounters in a school. In 
this chapter, however, we focus mainly on the official curriculum. It is worth 
considering the whole of the following discussion in the light of Reading 8.9, in 
which Robin Alexander considers the nature of ‘good primary practice’. 

A Compendium of terms, organizations, ideas etc. is available on RTweb and 
may be particularly helpful for this chapter. 


DEVELOPING AN OFFICIAL CURRICULUM 


Historically, there have been two major alternative strategies for curricular 
planning within primary schools - by focusing on separate subjects or by 
planning forms of integration between subjects. The strengths of subject teaching, 
in terms of curricular progression, are also its potential weakness regarding 
overall coherence in pupil learning experiences. The reverse is also true, in that 
the coherence of integrated work can lead to fragmentation in understanding of 
particular subjects. Subject-based approaches have been, and remain, dominant 
in the secondary school tradition, whilst integrated approaches, using ‘topics’, 
were very significant in primary education in the UK from the time of the 
Plowden Report (CACE, 1967, Reading 8.3) until comparatively recently. As 
will be seen, however, subject-based national curricula almost invariably lead to a 
significantly diminished focus upon integrated work, particularly that drawing 
directly on the ‘interests’ of children. 

Whatever approach is taken to the structure and organization of the curric- 
ulum, structures are usually underpinned by aims and values (Bernstein, 1971, 
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1996, Reading 8.2). The first paragraph of this chapter indicated that the connec- 
tion is not always clear, or even, in some cases, there at all. Historical precedent 


and gradual pragmatic change to practice over time mean that contemporary 
curricula can obscure some key questions. 


For instance: 
@ What are we hoping to achieve with this curriculum? 
a 
e Is our curriculum selection and organization consistent with our values and goals? 


© Do our teaching and learning practices reflect these values and goals? 


These simple questions bring into sharp focus the centrality of aims and values to 
the design and implementation of the curriculum, and it is to these that we now 
turn. 


Aims, values and views of knowledge 


We will focus primarily on the National Curriculum in England, though reference 
to the curricula of other countries of the UK appears throughout the text. 

As a component of an official curriculum, let us start by considering the 
two broad aims for the school curriculum that appear in the English National 
Curriculum Handbook for 2000. It states: 


The school curriculum should aim to provide opportunities for all pupils to learn 
and to achieve. 


The school curriculum should aim to promote pupils’ spiritual, moral, social and 
cultural development and prepare all pupils for the opportunities, responsibilities 
and experiences of adult life. 


(DfEE/QCA, 1999) 


Such aims are not exceptional in international terms (Taylor, 1990), though they 
are certainly the product of an enormous complexity of debate, interest and 
political activity both within and outside the teaching profession (Proctor, 1990). 


| Reflective activity 8.1 


Aim: To examine statements of aims and values presented in national 
documentation. 


Evidence and reflection: Are aims and yalues stated within the national 
curriculum documentation at your disposal? 

If so, are the aims consistently supported by the stated underlying values? 
What ‘vision’ of an education system do you derive from reading these 
statements? 

If not, can you derive some of the core aims and values from an exami- 
nation of the curriculum advice presented in the documentation? 


Extension: To what extent do the explicit or implicit aims and values reflect 
your own views of what should inform a structured national curriculum? Is 
there anything missing)? Is there anything that shouldn’t be there? Why? 
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They are, however, quite bland. It is only when combined with the statement of 
values devised by the National Forum for Values in Education and the Community 
(DfEE/QCA, 1999, pp. 147-9) that they might be seen as a ‘coherent, humane 
vision by which schools can be guided’ (Bramall and White, 2000). The preamble 
to the statement of values states ‘schools and teachers can have confidence that 
there is general agreement in society upon these values’. They include statements 
about the self, relationships, society and the environment. 

Whilst the national curricula of England and Wales present aims and values 
which could legitimate almost any form of curriculum organization, based upon 
almost any view of knowledge, they are clearly intended in this case to validate an 
education system that promotes a liberal, democratic society. The acid test is 
whether the structure and content of the curriculum are an appropriate vehicle for 
promoting the stated aims and values, or whether they are ‘more like a piece of 
window dressing’ (Bramall and White, 2000). We shall return to this when examin- 
ing the structure and content of the curriculum for these countries. For a detailed 
consideration of the key question of ‘whose values’ underly the process of curric- 
ulum construction, see Cairns, Gardner and Lawton (2000) and White (2003). 

In other countries, different cultural imperatives tend to inform the stated aims 
and values of national curricula. In Northern Ireland and Scotland it is not a great 
surprise to find that they are similar to those for England and Wales, though in 
Scotland the 5 to 14 Curriculum is presented as non-statutory guidance (Scottish 
Executive, 2000b, Reading 9.2). In this guidance, aims and underlying values are 
elucidated to a greater extent than in England, Wales or Northern Ireland. 

As briefly mentioned at the outset of this chapter, there seems to be, quite 
surprisingly, relatively limited diversity in curricular patterns around the world. 
In reviewing the work of Meyer and Kamens (1992, Reading 8.1), Ross (2001) 
points to developments in national curricula that have led to a position where 
“Iocal variations have been ironed out as a pattern of international conformity 
has prevailed’ (p. 129). Ross indicates that national curricula across the world 
generally feature the following: one or more national languages; mathematics; 
science; some form of social science; and aesthetic education in some form, 
though this is less firmly established than the other four areas. 

There are, however, notes of caution to be sounded with respect to the idea of 
homogeneity across countries. In his scholarly comparative study of the systems 
in operation in France, Russia, India, the USA and England, Alexander (2000) 
indicates that even the notion of what constitutes a school has a wide inter- 
pretation across countries. Galton (1998), meanwhile, referring to the ‘tiger 
economies’ of the Pacific.Rim, notes the dangers inherent in imagining a simple 
transfer of educational policies from one country to another. He argues that 
another country’s test scores can only be understood ‘in terms of their social, 
economic and political contexts, and the associated value systems’. The message 
is that what looks the same may not be the'same, and what seems transferable 
may in fact be inappropriate in another context. 


Views of knowledge. Underpinning the aims of any national curricula are a set of 
understandings about the nature of knowledge. If we look at views of knowledge 
in a little detail, we find that there are four basic positions. 

First, there are those who argue that different ‘forms of knowledge’ exist. 
Forms of knowledge are thought to be distinguishable, philosophically, by the 
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different ways of thinking and the different kinds of evidence which are employed 
in investigating them (Hirst, 1965; Peters, 1966). These different ‘forms’ are 
thought to be based on ‘a priori’ differences, i.e. logical and inherent differences. 
Such a view is referred to as ‘rationalist’ (Blenkin and Kelly, 1981) and is often 
‘nal used to legitimate curriculum subjects (see Wilson, 2000, Reading 8.5). 
Second, there are those who argue that knowledge is achieved through individu- 
az als interacting with the environment and restructuring their understanding through 
their experiences. Hence, knowledge is the application of intellect to experience. 
Proponents of this view are sometimes termed ‘empiricists’ and it is evidenced in the 
writings of Dewey and Piaget (see also Chapter 7, Section 1.2, and Reading 7.2). 
Third, a more sociological view suggests that knowledge can be constructed by 
groups of people, through their interactions with each other. Hence, they share 
(Ge their experiences and their perceptions of those experiences. In such an ‘interaction- 
| ist’ approach people are seen as developing a common sense of ‘reality’ (Light and 
Littleton, 1999). This view has some resonance with the work on learning of 
nal Bruner and Vygotsky (see Chapter 7, Section 1.3 and Readings 7.3 and 7.8). 
Finally, knowledge can be seen in the context of macro-social structures, and of 
historical forces, as being influenced by powerful social groups who define certain 
types of knowledge as being important or of high status. They may attempt to 
control access to certain forms of knowledge, particularly those associated with 
ing power (Young, 1971; Bernstein, 1971, Reading 8.2), but they may also try to 
insist on the exposure of pupils to other forms of knowledge which are deemed 
to be appropriate. We will call this view of school knowledge ‘elitist’. 

You might notice an overlap here with the philosophical approaches to 
research that were reviewed in Chapter 3, Section 4, p. 58. 

Of course, these views of knowledge are not discrete and any one person’s per- 
spective may draw on several of them, or even on them all. However, the important 
point is that the different emphasis which is placed on particular views of know- 
ledge tends to reflect social values, and these can influence the structure and content 
of the curriculum. For instance, during the 1990s the early National Curriculum of 
England and Wales was repeatedly criticized for reflecting elitist views. Ashcroft 
and Palacio (1995) provide a readable account of the establishment of the National 
Curriculum in England and Wales and demonstrate how those with political power 
promoted what they perceived to be ‘important’ areas of the curriculum. 


‘alld, 
L} | Reflective activity 8.2 
Aim: To consider the influence of views of knowledge on a part of a national 
curriculum. 
Evidence and reflection: This is a potentially large activity which needs to 
he scaled down and made specific. We suggest that you study the official, 
national documentation of a single subject — history or geography are often 


good choices. een i 
Consider, how is knowledge viewed? Is it seen as an established body of 


subject content and skills to be transferred or as something to be created? 


Extension: Is this view of knowledge consistent with the aims and values 
of the curriculum that you investigated in Reflective Activity 8.1? 


pt EEE 
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When national curricula for the education of young people and future citizens 
are being developed, such debates are obviously very significant and often 
become political (see, for example, the Labour Party, 1994, Reading 8.8). Indeed, 
there may even be fears of state indoctrination. The outcome will certainly tend 
to reflect the balance of political power at the time of decision-making. 

We will now consider some issues that have influenced the direction of ‘the 
curriculum in practice’ in the UK. As will be seen, sometimes underlying aims and 
values (officially stated or otherwise) have been at the heart of change; at other 
times they have not. 


Subject-based and integrated curricula 


A subject-based curriculum is one which maintains high subject boundaries 
and thus maintains distinctions between subjects. The resulting curriculum is a 
collection of separate subjects; indeed, it has been called a‘‘collection curriculum’ 
(Bernstein, 1971, Reading 8.2). Progression within each separate subject may be 
strong, though coherence across subjects is likely to be weak. A philosophical 
rationale for a subject-based curriculum is that each element is based on logical 
structures of knowledge which are believed to be unique to that subject or ‘form 
of knowledge’ (Wilson, 2000, Reading 8.5; see also Barrow and Woods, 1988; 
Hirst and Peters, 1970). Indeed, Alexander, Rose and Woodhead (1992, p. 17) 
claimed that subjects are ‘some of the most powerful tools for making sense of the 
world which human beings have ever devised’. 

An integrated curriculum, on the other hand, is one which draws on several 
subjects to construct a holistic and, it is hoped, meaningful focus for study. 
Different arguments for the desirability of an integrated curriculum have been 
offered. One suggests that the curriculum should draw on pupil experiences if 
effective learning is to take place. It is thus considered that the imposition 
of artificial subject boundaries may inhibit children’s understanding. A second 
argument that underpins integrated curricular planning is that a higher priority 
can be given to generic processes, key skills and fundamental attitudes if the 
emphasis on particular subject knowledge is lessened. This is of particular 
relevance to early-years’ education. Indeed Katz (1998, Reading 8.4) suggests 
that this is essential for a curriculum that recognizes children’s developmental 
needs (see also ACCAC, 1996, Reading 9.3). 

Historically, primary practice has been shaped by these two differing approaches 
to curriculum planning, subject and integrated (strongly contested by Alexander, 
1992, Reading 8.9). However, in reality, it has drawn on both as professional 
judgement has been exercised. The subject-based approach is one that, in the past, 
has primarily appealed to traditionalists. Indeed, perhaps the origin of curriculum 
subjects can be found in the high status which is attributed to the formal, classical 
education of Public and Grammar Schools and to a belief that this is the only 
approach which will deliver competencies in basic subjects (Lawlor, 1988). 
Recently, arguments in favour of a subject based approach have held sway with 
respect to the introduction and subsequent revisions of the primary National 
Curriculum in both England and Wales and in Northern Ireland. Critics, how- 
ever, retain some powerful arguments (see, for example, Dadds 2001, Reading 9.4) 
on the ‘hurry along’ curriculum. The introduction of the Primary Strategy (DfES, 
2003a) provides new scope for the planned integration of subject learning. 
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The ‘basics’ and the ‘other’ curriculum 


Whatever is said about the primary curriculum, the evidence from research shows 
that a ‘two curricula syndrome’ has been consistently a feature of practice. This 
argument was powerfully made by Alexander (1984, 1997) and was supported 
by the conclusions of Pollard e¢ al. (1994) and Galton et al. (1999). The two 
curricula Alexander had in mind are that of the ‘basics’ (reading, writing and 
mathematics), and that of the rest — the ‘other’ curriculum. Alexander argued that 
the rhetoric of child-centred education, which was associated with an integrated 
form of curriculum organization, prevented teachers from facing the fact that 
the basics in the curriculum have usually been taught in a relatively discrete and 
almost subject-based way. It is only with regard to other, less central, areas of the 
curriculum that attempts to establish integration have, historically, been made. 

The notion of ‘two curricula syndrome’ was strongly emphasized in the 
devising of the National Curriculum in England and Wales. Whilst ten subjects 
were deemed to be ‘foundation subjects’, English, mathematics and science 
(and Welsh in Wales) became known as the ‘core’, The primacy of English and 
mathematics has since been officially asserted within the curriculum of England 
with the introduction of the National Literacy Strategy (NLS) (DfEE, 1998b) 
and the National Numeracy Strategy (NNS) (DfEE, 1999). Parallel initiatives 
exist in Scotland, Wales and Northern Ireland, but these are much less 
prescriptive and are more variable between local education authorities. 

Figure 8.1 shows Alexander’s analysis of the major dimensions of the ‘two 
curricula’. It shows how actual primary practice has often reflected the prag- 
matism and judgement of ‘what works’ (see also Reading 8.9). The result has been 
something of a necessary compromise, despite the impression that might some- 
times be given by rhetoric from either side. The question that arises is whether 
such a compromise is still possible in the context of a statutory curriculum. 

The focus on ‘the basics’ often impinges upon national and state government 
policy. As an example it is worth considering two key initiatives in England — the 
Literacy and Numeracy strategies. Though neither of these initiatives is statutory, 
it is informative to note that OFSTED (1999, p. 24), in providing guidance 
for school inspection, state that inspectors should ‘pay particular attention to 
competence in literacy and numeracy’. In reality, nearly all maintained schools 
now teach literacy and numeracy sessions, though how tightly these adhere to the 
guidance provided in the literacy and numeracy strategies (DfEE, 1998b; 1999) 
varies from school to school. 

The impact of these initiatives in schools can hardly be over-stated. OFSTED’s 
(2000a; 2000b) own analyses of the strategies note the ‘major impact’ that they 
have had on the teaching of English and mathematics, their reports having as a 
major focus pupil attainment as reflected in end of Key Stage assessment test 
results. This major impact extends, however, to curriculum organization and 
teaching and assessment strategies, and has had an effect on thinking about the 
place of ‘the basics’ within the primary curriculum. Studies such as that carried 
out by Anderson and Urquhart (2000) point to some effects of the Literacy Hour, 
highlighting teacher concerns about the marginalization of some English skills, 
the lack of coherence within the literacy hour itself, and the problems of main- 
taining a balanced curriculum. For instance, what should be the place of the 
arts (Robinson, 1999)? Do we just end up with superficiality and low motivation 
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Status/priority 
High Low 
Major time allocation Minor time allocation 
Mandatory Dispensable 
Justification/ideology 
Social relevance Self-actualization 
Societal Individual 
Utilitarian Child-centred 
View of knowledge 
Received Reflexive 
Rationalist Empiricist 
Positive Negative, anti-knowledge 
Organizational characteristics 
Subject differentiation Undifferentiated 
Extensive codification of knowledge and skills ——— Little or no codification 
Explicit progression of knowledge and skills Little or no explicit progression 
Evaluation 
Pre-ordinate/‘objective’ Responsive/‘subjective’ 
Pedagogy 


Teacher-directed ——— Child-initiqted 


Outcome 
Progressive acquisition of knowledge and skills Learning experiences random and circular 
High level of ‘match’ between learning Low level of match 
experience and child's abilities 


Professional training and resources 
High priority in initial training Low priority in initial training 
Well-developed teacher technology of schemes ——— Limited teacher technology 
and materials 
Relatively high INSET commitment by teachers Relatively low INSET commitment by teachers 
and LEAs and LEAs 


Figure 8.1 Dimensions for analysing the primary curriculum (from Alexander 1984, 
p. 76) 


(Dadds, 2001, Reading 9.4)? Such criticisms must be weighed carefully against 
the stated benefits of such a focus on literacy and numeracy. Certainly, the intro- 
duction of the strategies brings into sharp focus the question of what constitutes 
appropriate curriculum content and classroom practice in two important areas of 
learning, and the focus on classroom practice has had implications for thinking 
about the presentation of the wider primary curriculum. 

A further point that will be explored in more detail later relates back to the 


discussion on aims and values. Where there are clearly stated aims and values for 


the curriculum, one test of whether they are actually informing structure is to 
examine whether curriculum initiatives seem broadly to reflect them. 
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ng Taylor’s (1990) and Mayer and Kamen’s (1992, Reading 8.1) reviews of the aims 

which governments across the world have for primary education shows a con- 

siderable emphasis on basic knowledge and skills, intellectual, social and moral 
development and providing a foundation for subsequent education. The relative 
priorities given to such aims reflect the circumstances of each country —industrial/ 
agricultural, urban/rural, religious/secular, etc. - and their stage of industrial 
development. However, whatever their priorities, the specification of a national 
curriculum is commonly seen as an important means of development. 

For example, prior to the 1980s, English primary schools had enjoyed con- 
siderable autonomy in deciding both what should be taught and about teaching 
methods, but they were not considered to be contributing strongly to national 
economic development (Callaghan, 1976). Whilst there was considerable overlap 
in the content of the curriculum, this was combined with much diversity and 
variation in the quality of the education provided (HMI, 1978; House of Com- 
mons Select Committee on Education, 1986). Many schools were excellent, but 
the provision was very uneven across the country. This was a major reason given 
by educationalists arguing for curriculum reform to raise standards. There was 
a plethora of curriculum documents, from a number of public bodies, including 
The School Curriculum (DES, 1981), A View of the Curriculum (DES, 1980), 
Better Schools (DES, 1985), The Curriculum from 5-16 (HMI, 1985) and 
Primary Practice (Schools Council, 1983). 

Whilst many agreed in principle with the proposal to create a national curric- 
ulum, some important questions were nevertheless raised. What exactly should 
a framework contain? Who should decide this and how often should it be 
reviewed? How detailed should the curriculum be and should it be advisory or 
compulsory? What implications would this have for an increase in central control 
and the subsequent possible reduction of the professional autonomy of the 
individual classroom teacher? What would be the likely effects on the balance ( 
between individually and socially determined goals, between personal freedom 
and professional responsibility? Would a national curriculum affect the career 
structure of the profession? What is ‘good practice’ anyway? (See Alexander, 

ng 1992, Reading 8.9.) 

Driven particularly, as it was, by rationalist and elitist views of knowledge and 
by the influence on successive Conservative governments of a number of right- 
wing pressure groups (Ball, 1990; Lawlor, 1988), it is hardly surprising that 
the debate surrounding the introduction of the National Curriculum led, in due 
course, to highly specified subject-based curriculum orders (see Galton et al., 

_ 1999, Chapter 1). Interestingly, the Labour Party of the time opposed such ‘over- 
ng prescription’ (Labour Party, 1995, Reading 8.8). It is worth noting here that 
the National Curriculum can be seen as providing an expression of the view 

that the classification of knowledge is socially and historically determined. This 

was most powerfully argued in a collection of papers published in the early 
1970s, Knowledge and Control (see also Bernstein, 1971, Reading 8.2; Young, 
1971). From this perspective, what counts as knowledge is contested and the 
dominant view arises from the competing definitions that are offered by various 
groups in a society. It follows that the way knowledge is classified and valued 

will reflect the distribution of power within a society. The consequence 1s 
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that what is valued by those with power in society can largely determine policy 
and practice. 

When New Labour came to power in 1997 they retained almost all of the 
structures that the previous administration had introduced. However, the content 
of the curriculum was reviewed and new priorities such as citizenship, that ‘fitted’ 
with emerging value statements, were introduced. History suggests that national 
curricula are constantly being developed and amended by successive generations 
and governments. This is not surprising when the key role of education is shaping 
the future for children and the country. Reflective teachers “need not only to 
learn to accommodate such transitions, but also to consider whether pragmatic 
changes made to the structure of a curriculum have an effect on the relevance of 
the stated aims and values of that curriculum. 

For example, in the life of the National Curriculum in England, amongst 
numerous other changes, there has been a gradual separating out of a specific 
curriculum for the early years, arriving at the current Early Learning Goals 
and associated curriculum guidance for the ‘Foundation Stage’ (QCA/DfEE, 
2000). The place of science as a ‘core’ subject has arguably been diluted with the 
introduction of the National Numeracy Strategy and the National Literacy 
Strategy, and the Key Stage 3 strategy has now extended these into this phase 
of schooling (e.g. DfEE, 2001). The introduction of these strategies has also led 
some primary schools to consider subject integration as a means of developing 
the foundation curriculum and this approach was endorsed by the Primary 
Strategy (DfES, 2003a, 2004a). The place of ICT has become central in all subject 
studies, the focus moving from learning about ICT to learning the value of using 
ICT (Bonnett, McFarlane and Williams, 1999; Kennelwell, Parkinson and Tanner, 
2000, Reading 9.8). The reflective teacher needs not only to leara to accom- 
modate such transitions, but should be able to contribute to such change and 
consider the effect of changes on the overall aims and values of the curriculum. 


NATIONAL CURRICULA 


National curricula in the UK 


When reviewing the curricula of each of the four countries of the UK, the most 
notable thing is that they actually cover very similar broad areas of study (see 
Figure 8.2 overleaf). However, this is done in interestingly different ways. In 
England and Wales, priority is given to English, mathematics and science (with, 
in Wales, Welsh). This asserts what is perceived as the overarching importance of 
these ‘core’ subjects. Whilst such core subjects are felt to be essential as basic 
skills for future learning and work, other ‘foundation’ subjects are seen as con- 
tributing to a broad and balanced curriculum. The same subject emphasis has 
been further used to shape different forms of pupil assessment and reporting to 
parents (see Chapter 14). 

Traditional ‘subjects’ remain extremely important in all UK curricula, but are 
particularly prominent in England and Wales (see Figure 8.2 for the basic stuctur¢ 
of theit post-2000 curricula — the third version in ten years). The prominence of 
subjects reflects the continuing influence of a challenging report (Alexander, Rose 
and Woodhead, 1992) which argued that they enable transmission of a society's 
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Scotland (as of 2003/4) and 


(Key: Bold — core subject; UPPER CASE - statutory; “- a ‘requirement’, 


implementation from 2005/6) . 


England Wales Scotland Northern Ireland 
ENGLISH ENGLISH (except in Language LANGUAGE AND 
(and National KS1 Welsh-medium LITERACY 
Literacy Strategy) classes) 
WELSH (in Welsh- 
medium schools) 
yom | 
MATHEMATICS MATHEMATICS Mathematics MATHEMATICS AND 
(and National NUMERACY 
Numeracy Strategy) 
SCIENCE SCIENCE ilo THE WORLD 
itudies: AROUND US 
DESIGN & DESIGN & ; : 
TECHNOLOGY TECHNOLOGY pe cy ad ain 
ICT ICT history, science 
HISTORY HISTORY and technology) 
GEOGRAPHY GEOGRAPHY 
Saphes tts 
ART & DESIGN ART & DESIGN Expressive Arts THE ARTS 
(including PE) (creative, expressive 
MUSIC MUSIC esta and physical 
ie development) 
PE PE 
RE* RE* io} Religious and moral PERSONAL 
TF : education (with DEVELOPMENT 
Spiritual, moral, Personal and social personal and social (personal 
social and cultural education development and understanding, 
development health education) relationships, health 
Personal, social and and living in the local 
health education, and wider community) 
with citizenship 
Modern foreign | carat Cymreig: Cross-curricular 
languages may be the cultural, aspects: personal 
taught at KS2 economic, and social 
BEEF eos environmental, development, 
Thinking es historical and education for work; 
! pases linguistic education for 
Pre 9 characteristics of citizenship; the 
reRscning anes Wales culture of Scotland; 
creative thinking, and ICT 
evaluation 
Key skills: | Skill requirements: Generic skills: 
communication, communication, __ personal, 
application of mathematical, ; lad gto hae 
number, information information critical and creat! 
technology, working technology, problem- thinking, managing- 
with others, improving solving, creative information, aly 
own learning and solving an 
performance, 
problem-solving 


la for primary schools of ; 
proposals for Northern Ireland (for possible 
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accumulated knowledge and support more rigour in teaching. The approach con- 
tests the extensive integration of humanities work that was once common in 
primary schools and challenges conservative notions of ‘good practice’ (see 
also Alexander, 1992, Reading 8.9). Echoes of that approach remain in Scotland 
where the 5 to 14 Curriculum remains formally ‘non-statutory’ and comprises 
five broad ‘areas’, plus five cross-curricular aspects, and highlights personal and 
social development as ‘fundamental to the education of the whole child’ (see 
also Scottish Executive, 2000, Reading 9.2). Nevertheless, in practice, con- 
ventional subjects and the press of external assessment and inspection produce 
strong expectations of conformity to the ‘guidelines’ (Adams, 1999). In Northern 
Ireland, new curriculum ideas are being developed, and these are indicated 
in Figure 8.2. Specific objectives for this process of curriculum development 
include: 


© clarifying aims, objectives and values 
clarifying generic skills 
improving relevance and enjoyment 


improving balance, coherence and flexibility at each Key Stage 


developing assessment mechanisms which better match curriculum aims. 


It is proposed that ‘the Key Stage 1 curriculum would focus mainly on the 
development of skills’ and ‘in the earliest years the focus should be on oracy, 
practical mathematics, personal development and learning through structured 
play’ (CCEA, 2000, p. 24). 

Whichever country you work or study in, the important thing to note is that 
curriculum arrangements are social constructions. Although they may seem 
‘set in stone’, they actually do change over time and you are likely to see quite a 
few in the course of your career! They also, of course, reflect the culture, history 
and political context of their construction, with the Curriculum Cymreig of 
Wales providing a particular example of this (see, for instance, ACCAC, 1996, 
Reading 9.3). 

The Education Reform Act 1988 introduced a clear structure for the education 
system in England and Wales. The main structural issues are indicated in 
Figure 8.3, though they have been modified to include the comparatively recent 
concept of a Foundation Stage of schooling. 

The National Curriculum orders for England and Wales, though differing in 
numerous ways, share some common structures and terminology, which it is 
useful to outline here. We will then consider how this differs from the position in 
Scotland and Northern Ireland. 

‘Subject orders’ for the core and foundation subjects are statutory and consist 
of ‘programmes of study’ and ‘attainment targets’. Pupil attainment for each 
attainment target is described by ‘levels of attainment’ using ‘level descriptions’. 
Programmes of study set out essential knowledge, skills and processes which need 
to be covered in each subject by pupils in each stage of schooling. These are 
minimum statutory entitlements. Programmes of study are intended to be used by 
schools in constructing schemes of work. Attainment targets are defined from 
within programmes of study to represent the knowledge, skills and understanding 
which pupils are expected to master as they progress through school. Attainment 
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Age of pupils Pupil year Stage School 
Nursery/Reception | Foundation Nursery/reception 
o5 classes in school 
| or separate 
Bo Year 1 Key Stage 1 - Infant school (or 
Year 2 within a primary) 
Year 3 Key Stage 2 Junior school (or 
7-11 Year 4 within a primary) 
Year 5 
Year 6 
4 
Year 7 Key Stage 3 Secondary school 
11-14 Year 8 
Year 9 
ral 
Year 10 Key Stage 4 | Secondary school 
14-16 
Year 11 


Figure 8.3 Age of pupil, school year and stage of schooling in England and Wales 


targets are used in assessment procedures. Levels of attainment identify points 
of knowledge, skill and understanding for each subject, against which pupil 
attainment can be assessed. Most pupils are expected to reach Level 2 at the age 
of seven, and Level 4 at the age of eleven. Level descriptions indicate the type, 
quality and range of work which a child ‘characteristically should demonstrate’ 
in a subject when they have reached a particular level. 

As has been mentioned previously, the National Curriculum for Scotland is 
presented as guidance to schools, and though some structures and terminology 
are similar to those for the other UK countries, the tenor of the documentation 
tends to be more explanatory. For example, ‘attainment targets’ and ‘levels of 
attainment’ are defined, and characteristics underpinning the expected progres- 
sion through and within the levels are made clear. Interestingly, it is suggested 
that the allocation of time within the curriculum is made on the basis of the five 
curriculum areas (see Figure 8.2), rather than on a subject basis. The Northern 
Ireland curriculum is undergoing a period of development from Foundation 
through to Key Stage 3. To provide for more flexibility and responsiveness, 
the new Primary framework is to be based on ‘areas of learning’ rather than the 


subject-based provision which previously existed. 
As we have seen, the aims and values of a curriculum extend beyond the 


boundaries of subject learning. The second aim for the curriculum drawn from 
the National Curriculum handbook is that the curriculum should: 
...aim to promote pupils’ spiritual, moral, social and cultural development and 
prepare all pupils for the opportunities, responsibilities and experiences of adult 
life. 
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The intention is that, through the permeating effect of the school ethos in action, 
as well as through direct teaching and example, pupils should ‘develop principles 
for distinguishing between right and wrong . . - develop knowledge, understand- 
ing and appreciation of their own and different beliefs and cultures . . . (become) 
responsible and caring citizens ... (and) understand their rights and responsi- 
bilities’ (QCA, 1998a, p. 11). A tall order indeed, though one that most teachers 
accept as a central part of the role of a school. It is vigorously supported in the 
statements of underlying values related to the self, relationships, society and the 
environment that appear as part of the National Curriculum handbooks (QCA, 
1998a, pp. 147-9). 

The non-statutory guidelines for Personal, Social and Health Education (PSHE) 
and Citizenship (QCA, 1998a, pp. 136-41) are the parts of the National Curric- 
ulum that link most strongly with such stated aims and values (see Beck and Earl, 
2000). As Bramall and White (2000) have argued, these aspects of the National 
Curriculum illustrate how values may influence content. On the other hand, statu- 
tory subject orders sometimes sit uncomfortably with the aims and values that are 
intended to inform them. Indeed, introductory paragraphs in the handbooks about 
the importance of each subject sometimes seem to have been written independently 
of the overall statements of aims and values. This is not to say that they have no 
merit, but simply that in any national curriculum fore may still be work for a 
reflective teacher to do in developing real and applied consistency between values, 
aims, content and structure (Richards 1998, 1999, 2001). 


Learning, inclusion and national curricula 


A structured national curriculum would seem to provide numerous helpful fea- 
tures in support of children’s learning. For example: 


Objectives for each stage of children’s education are clearly stated and provide 
a helpful clarification of what both children and teachers are expected to 
do. Research has consistently shown that the lack of clarity in teaching and 
learning objectives is a significant inhibitor of pupil progress. 


Curriculum breadth and balance can be considered ‘as a whole’ (see Chapter 
9), rather than simply in terms of the relationship between particular curric- 
ulum subjects. 


Curriculum progression and continuity can be planned and monitored both 
from class to class and on transfer between schools (see also Chapter 9). 


Training and professional development programmes for teachers can be 
tailored to known national curriculum needs (see Chapter 17). 


Resources for the official series of teaching and learning programmes can be 
developed on a large scale and in an organized, cost-effective way. 


Parents have the opportunity to know and understand what is being taught 
and may be able to support their children more effectively (see Chapter 17). 


However, there is a dilemma for highly structured national curricula that can 
perhaps be encapsulated as follows. How can a specified curriculum, at one and 
the same time, address national concerns, set out a national framework for con- 
tent and progression and yet remain flexible enough to draw on the interests, 
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experiences, learning styles and physical and intellectual capabilities of individual 
children? Will this facilitate inclusion, or is there a risk that some pupils will feel 
excluded by the specified content? How, also, does innovation occur? The truth, 
of course, is that no national curriculum can meet all these objectives. There has 
to be a trade-off. 

As we have seen, in the case of England, Wales and Northern Ireland, the 
legislation of the 1990s produced a much tighter specification of the curriculum 
in terms of both content and structure. Areas of study to be ‘delivered’ and 
assessed are specified in the programmes of study and attainment targets. Toa 
large extent then, the curriculum for schools has be placed in a linear form within 
each subject — and this is, of course, backed up by formal assessment procedures. 

There are several disadvantages in this approach. First, psychologists such 
as Bruner (1977, see Reading 7.8) suggest that children can learn most things 
at most ages if they are taught in an appropriate and meaningful way. Some 
children thus experience and become interested in things which the National 
Curriculum does not anticipate — and teachers may feel constrained in following 
up those interests. Perhaps indeed, their learning is driven by developmental 
considerations (e.g. Katz 1998, Reading 8.4; Pollard et al., 2000, Reading 7.11) 
which subject-based national curricula often lack the flexibility to accommodate. 
Second, we now know that children do not often learn in a simple, linear way, 
with a step-by-step progression (Gagné, 1965), as some behaviourist psychology 
might have had us believe. Other learning theorists, influenced by Vygotsky (see 
Chapter 7, Section 1.3, Reading 7.3) suggest that children learn in move- 
ments of understanding when they are able to ‘make sense’ of some experience, 
particularly when they have an imaginative insight or are supported by more 
experienced or knowledgeable teachers, parents or peers (Tharp and Gallimore, 
1988). 

Nor do philosophers affirm the existence of a logical and conceptual sequence 
of national curriculum knowledge. Indeed, their criticisms are combined with 
those of psychologists and applied even in the case of those subjects which are 
usually taken to embody progressive logic, such as mathematics (Brown, 1989; 
Ernest, 1991; Noss, Goldstein and Hoyles, 1989). Ernest’s work makes the point 
particularly clearly. He writes: 


One of the greatest dangers in stipulating a statutory curriculum in mathematics at 
(several) levels of attainment is that it becomes a barrier which may deny a young- 
ster access to higher concepts and skills when he or she is ready for them... The 
major flaw in this scheme (is) the mistaken assumption that children’s learning in 


mathematics follows a fixed hierarchical pattern . . . This is nonsense. 
(Ernest, 1991, p. 50) 


The over-riding message is perhaps that learning is not always predictable or 
linear, and any curriculum that diminishes the opportunity for teachers to 
respond to pupil needs is less likely to promote meaningful learning. Could the 
‘hurry along’ curriculum actually inhibit learning? (Dadds, 2001, Reading 9.4). 
That is not to say, of course, that pupils cannot be taught successive stages 
of a pre-specified curriculum so that their performance rises — as has been 
demonstrated by the National Literacy and National Numeracy strategies In 
England. But we should note here that important motivational issues have 
been raised and some research suggests that pupils’ learning disposition and 
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engagement may be undermined by this approach (Claxton, 1999, Reading 7.7; 
Pollard et al., 2000, Reading 7.11). There is a risk then that tightly specified 
national curricula, backed by high-stakes assessment procedures, actually pro- 
duce exclusion, with disengaged and disaffected children simply withdrawing in 
their minds and/or bodies. 

‘At the classroom level the concept of ‘negotiation’ goes a long way in resolving 
this dilemma. Children are perfectly capable of accepting that there is nationally 
laid down curriculum coverage, but will welcome negotiation with their teacher 
about how it should be addressed and with what it should be augmented. Seen 
from a national level, negotiation may be perceived as producing an unacceptable 
degree of variation in pupil experience and learning, the eradication of which 
might be seen as one purpose of a national curriculum. Selley (1999), however, 
outlines clearly how such ideas of negotiation fit within a framework of ‘con- 
structivist’ teaching. Here, teachers ‘work collaboratively with the children so 
that the outcome is not only testable knowledge but mental growth, stability and 
power’, and Selley shows how this need not be incompatible with the statutory 
remit provided by the National Curriculum. 

Of course, some parents have taken the view that the National Curriculum 
in England has been simply too restrictive and undermines independent learn- 
ing and engagement with an appropriate range of experience. Over the last 
decade, Steiner schools and other alternative forms of education have become 
popular, despite having to rely on private funding. Education Otherwise, for 
children who are educated at home, has grown too. Indeed, Human Scale 
Education claims that that 150,000 British children were educated outside the 
school system in 2000, though the DfEE acknowledged only 25,000. In any 
event, the numbers of those rejecting formally structured state schooling is 
considerable. 

The publication in 2003 of ‘Excellence and Enjoyment: A Strategy for Primary 
Schools’ (DfES) signalled a change in the tone and substance of advice from 
central government in England. In particular, there has been a withdrawal from 


Reflective activity 3.3 


Aim: To experience children’s capacity and inclination to search for under- 
standing at young ages. 


Evidence and reflection: Play with and talk to a young child with whom you 
have a good relationship. At an appropriate opportunity, develop a conver- 
sation about something in which they are interested. Note down the things 
which they say and ask, verbatim if you can, and consider what this shows 
you about their present understanding. 

Think hard about some experience which you could offer the child to 
extend their thinking. Try it. Again, record and interpret the child’s responses. 


Extension: Consider the knowledge and understanding which the child has 


revealed and reached. Does this appear in the National Curriculum? If 
so, where? How appropriate does this seem? (For some examples of such 
conversations, see Tizard and Hughes, 1984.) 
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the notion that a tightly subject-based curriculum is the desirable model for 
learning in primary schools. Indeed, the Secretary of State’s Foreword declared 
both that: ‘excellent teaching gives children the life-chances they deserve’ and that 
‘enjoyment is the birthright of every child’. “Excellence and Enjoyment’ invites 
schools to cultivate a ‘distinctive character’ in the new context in which ‘teachers 
have much more freedom . . . to design the timetable and decide what and how to 
teach’. The aspiration to make learning more vivid, real and enjoyable permeates 
the thinking behind the strategy, and recent workforce reform initiatives are seen 
as offering schools more flexibility for curriculum innovation. Further practical 
support for these initiatives is available (Department for Education and Skills, 
2004a) and draws on some of the best of contemporary thinking. 

‘Excellence and Enjoyment’ is a very important development. However, it 
remains to be seen by how much the structural constraints and pressures 
of tests, targets, tables and inspections in England will be adjusted (Craft, 
2004). Nevertheless, new thinking with respect to the purpose, structure and 
role of teachers in developing the primary curriculum is both wise andvery 
‘welcome. 


3. SUBJECT KNOWLEDGE 


3.1. The role of subject knowledge 


Research evidence shows that most primary teachers in England and Wales 
welcomed the introduction of the National Curriculum (Osborn et al., 2000) 
and very few now in post would want to work without it. There have, however, 
been consequences for teachers linked to the adjustment to more subject-based 
teaching and to an increasing definition of curriculum content. One of these 
consequences has been an increased expectation with respect to teachers’ subject 
knowledge and the role that it should play. 
Of course, there is no simple association between sound subject knowledge 
and effective teaching (Appleton, 1995). Indeed, teachers’ subject knowledge is 
Gaze only one factor amongst many that contribute to effective teaching. Reconsider, 
is for example, Figure 7.4 (from Chapter 7). This suggested that vital attributes 
of effective teaching includes understanding of how children learn and empathy 
with them. However, the model also illustrates the crucial instructional role of the 
teacher in explaining and scaffolding children’s knowledge and understanding - 
and this is only possible where the teacher’s own subject knowledge is secure. As 
Alexander, Rose and Woodhead put it: 
Subject knowledge is a critical factor at every point in the teaching process: in 
planning, assessing and diagnosing, task setting, questioning, explaining and giving 
feedback. 


(1992, para. 77) 


Reflective teachers have to make judgements about the appropriate teaching of 
knowledge, concepts, skills and attitudés and there does seem to be something 
of a consensus that teachers with sound subject knowledge can do this more 
effectively. In science, for example, this consensus is strongly supported by 
Harlen (1996), Osborne and Simon (1996) and Watt (1996). 
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The most influential research-based support for this position was provided by 

Shulman (1986, Reading 8.6) who identified three sorts of subject knowledge. 

© Content knowledge which refers to knowledge of the subject held by the 
teacher. 

© Pedagogic content knowledge which refers to knowledge of how to use con- 
tent knowledge for teaching purposes. 


© Curricular knowledge which refers to knowledge of curriculum structures and 
materials, and how to use them effectively in classroom contexts. 


create new, grounded forms of ‘school knowledge’. 


Aim: To assess our own feelings of competence in subject knowledge. 


Evidence and reflection: For the Key Stage in which you teach (or in which 
you intend to teach) consider the curriculum, subject by subject. Note which 
" parts you feel competent to teach and which parts you feel uncertain about. 
Prioritize your needs for developing subject knowledge and competence. 
Share your feelings with a colleague - perhaps you are being too self- 
critical, or too confident? 


Extension: Consider the implications of your results. If you are a trainee 
teacher, what opportunities are there on your course for you to develop the 
subject knowledge that you need? If you are an experienced teacher, can you 
devise a practical programme for Continuing Professional Development? Can 
you find ways of co-operating with colleagues in reciprocal support? Have 
you checked official websites (e.g. DFES, TTA) for some of the support 
that may be available? 


Developing confidence in subject knowledge 


Primary teacher confidence in subject knowledge has always been a somewhat 
problematic area. This is despite the very real desire amongst teachers to develop 
their subject knowledge, demonstrated through, for example, participation in 
courses of Continuing Professional Development (Harland and Kinder, 1992; 
see Chapter 17). The scale of the challenge which the breadth and depth of 
knowledge of National Curriculum subjects poses for teachers undoubtedly 
caused many to doubt their capabilities (HMCI, 1998). The response to the 
‘subject knowledge issue’ has been many faceted. Let us first consider two 
important responses from government. 
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Successive governments have used developments in teacher training and school 
inspection as a means to promote the development of teacher subject knowledge. 

In Initial Teacher Training (ITT) subject knowledge requirements, particularly 
in the core subjects of the National Curriculum and in information and com- 
munications technology, have become increasingly demanding. From 1998 
defined standards for the award of Qualified Teacher Status (DfEE, 1998c) 
included criteria for each of the above subjects that defined, in addition to 
pedagogical knowledge, teaching and assessment methods, a wide range of 
expectations with respect to content knowledge. Although these tight, atomistic 
criteria have been replaced by broader summary statements and a Handbook of 
guidance, there remains a problem in over-loading subject knowledge. Indeed, 
some have argued that the ITT curriculum is imbalanced, with insufficient time 
being spent on trainees’ understanding of children’s learning, both generally and 
in terms of particular subjects (see Chapter 7 for discussion of related topics). 
Further, as Shallcross et al. (2001) suggest, trainees can fail to see any clear 
relevance in their subject knowledge studies where there is no immediate link to 
their teaching in.schools. Sound subject knowledge is thus perceived as a ‘good 
thing’, but as most relevant when acquired in preparation for teaching specific 
units of work, 

A further ITT initiative that should be noted is the development of Key Stage 
2/3 training courses. Here, a significant intention appears to be to promote 
subject specialist teaching within primary schools, where most trainees on such 
courses find posts. 

In the remit for school inspection, the Office for Standards: in Education 
(OFSTED) consider how the quality of subject knowledge impinges on how well 
pupils are taught. Thus, the Handbook for Inspecting Primary and Nursery 
Schools (OFSTED, 1999, p. 46) states that, in determining their judgements, 
school inspectors should consider the extent to which teachers ‘show good 
subject knowledge and understanding in the way they present their subject’. This 
is done not only through an analysis of classroom interactions — primarily 
the quality of questioning and exposition — but also through an examination of 
planning, interventions with pupils in the classroom, marking and target setting 
(which are looked at in more detail in Chapter 9, Section 3.2 and Chapter 14, 
Section 1.3). It is therefore an expectation within school inspection that teachers 
will demonstrate good subject knowledge. 

In schools this heightened focus on subject knowledge has had some important 
effects and requires particular skills (see O'Hara and O’Hara, 2001, Reading 
8.7). As was made apparent earlier, the primary school curriculum has, for 
many, increasingly been perceived as more manageable if taught in subject ‘com- 
partments’. Part of the reason for this is that schools have been concerned to 
ensure coverage of the statutory curriculum and this is seen as the clearest way of 
demonstrating coverage. Another consequence of this movement, however, has 
been to highlight the subject expertise of particular teachers. The traditional role 
of the subject co-ordinator is being replaced by that of the subject specialist. In 
some schools this often subtle shift has been accompanied by a move to the 
teaching of more than one year group by the specialist, giving the management 
of some curriculum subjects a more ‘secondary school feel’. In most cases ‘the 
specialist’ will be a generalist teacher with a class responsibility, but with a 
‘subject co-ordination’ role (O’Hara and O’Hara, 2001, Reading 8.7). 
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Campbell (1996) noted that this move to teachers as specialists may empower 


some teachers, but that the danger is ‘the valuing of the work of the generalist 
class teacher is being replaced by a concentration on the value of specialist subject 
expertise’. Thinking pragmatically for a moment, in most primary schools there 


Ww 


ill never be enough staff members to service a subject-based curriculum through 


specialist teaching. Any devaluing of the role of the generalist might thus be 
regarded with some concern. In addition, the implication that the generalist 
teacher might not be concerned with subject knowledge issues seems dubious to 
say the least. There are legitimate rationales for both approaches. 


Teaching, testing and subject knowledge 


T 


he introduction of the National Curriculum preceded standardized testing at the 


ages of 7, 11 and 14. Though testing as part of overall assessment procedures 


is 


discussed in detail in Chapter 14, the influence of testing on curriculum 


teaching can be very considerable. 


As early as 1996, only three years after the introduction of the pilot end of 


Key Stage assessment tests, (Brown et al., p. 4) noted that in 31 Key Stage 2 
classrooms surveyed: 


one third had changed from mixed-ability teaching to some form of setting 


one half had moved away from integrating subjects in cross-curricular 
combinations and towards subject-based teaching 


one quarter had decided to do more whole-class teaching 
just under half had introduced regular formal testing in Years 3, 4, 5 and 6. 


So in a culture where the highest priority is given to the acquisition of strong end 


ie) 
ie) 


f Key Stage test results (‘high-stakes assessment’), profound effects on the culture 
f teaching and learning can be identified. 


Reflective activity 8.5 
Aim: To consider the effects of national testing on teaching. 


Evidence and reflection: If you are a trainee teacher, discuss with your mentor 
or an experienced teacher how they see the effects of the testing regime on 
their teaching. Have there been major changes in their teaching programme, 
their approach with the pupils, the ways in which groups are organized, etc.? 

If you are an experienced teacher, discuss these issues with a colleague and 


Le which effects you feel have been positive and which seem to have been 
gative. 


Extension: Such considerations lead directly to reflection on the real purposes 
of assessment. Should it be used formatively, to improve learning? Or 
summatively, to measure attainment? Can both goals be met? To follow-up 
these issues, you could turn directly to Chapter 14 where they are discussed 
at length. These are extremely important issues, given the incontrovertible 
evidence that high-stakes assessment distorts the curriculum, A broad and 
balanced curriculum can thus easily be narrowed. 
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Interestingly, Murphy et al. (2001), in looking at effective science teaching in 
Year 6 classrooms, confirm that the most commonly accepted measure of 
effectiveness used by schools, local education authorities (LEAs) and government 
is the level of end of Key Stage test results. They argue that in the quest for this 
‘Holy Grail’ two effective teaching models can be identified. The first is a teacher 
who might be described as a social constructivist (Light and Littleton, 1999; see 
tincs> Chapter 7, Section 1,3), seeing the relationship between members of the class, 
i including the teacher, as collaborative. Here, even though the curriculum may 
be subject-structured, subject boundaries are often crossed by the teacher’s 
approach as s/he looks at ways of making learning meaningful to the pupil by 
connecting knowledge that is presented in authentic contexts. The best of such 
teachers get very high end of Key Stage test results and, if it is really going well, 
the children begin to identify with and personally appropriate the new knowledge 
ng and skills (see Mercer, 1992, Reading 7.9). 

The second teacher-type identified by Murphy is one who represents science 
only as knowledge to be acquired. The subject is presented to the pupils as dis- 
connected ideas and learned as disconnected ideas, which are reinforced through 
revision testing. The teacher is in authority as he or she ‘delivers’ the curriculum, 

i but the pupils tend to lack autonomy. Essentially the teacher inputs and the 


pupils output in the form of responses to the end of Key Stage tests — an approach 
with elements of behaviourist theory (see Chapter 7, Section 1.1 and Reading 
7.1). Interestingly, this is also an effective model for achieving high test results. 
What is questionable with this model, of course, is whether the learning ‘sticks’. 
Given all that has already been said about the nature of learning, the depth and 
durability of pupil learning in the classroom of this teacher type must be called 
into question. 

Further, the extent to which each approach is likely to stimulate and 
motivate pupils, and encourage them to see learning as important, must be a key 


Shiney 
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consideration for any teacher. Most teachers, it will be realized, fall somewhere 
between the two ends of the continuum presented above, but it is clearly the 
responsibility of the reflective teacher to weigh these approaches in coming to a 
conclusion about an appropriate teaching methodology. 


Professional support through subject associations 


Despite the occasional problem of confidence, many teachers have worked hard 
to develop their subject knowledge. Some of the most exciting curriculum develop- 
ments in recent years have come from subject-based initiatives, often resulting 
from networks of teachers meeting through national subject associations, or even 
international networks (perhaps accessed via the internet). 

A steady stream of subject-related conferences, magazines, journals and books 
for teachers reflects the vigour and innovation of such associations. Here we 
present a brief review of the activities of just some, providing a flavour of the 
discussions of issues and sharing of expertise that take place through such 
groups. 

Our first example, the Association for Science Education (ASE), provides a 
wide range of publications related to pedagogy, children’s learning in science, 
assessment and subject knowledge. Bulletin boards allow professional dialogue 
between teachers, and between teachers and trainees. Membership of the 
association allows schools access to professional journals and to journals from 


* linked associations - in the case of the ASE, these particularly consider health and 


safety issues. The opportunity to consider transition and progression across the 
Key Stages comes not only through such journals, but also through the annual 
nationwide and regular regional meetings. 

The National Association for the Teaching of English (NATE) similarly aims to 
provide a national voice, in this case on key issues affecting English teaching. 
It encourages member participation in regional events, provides a newsletter and 
regular periodicals, access to a members area of their web site and an in-service 
Programme. The annual conference of the association is a prestigious event 
that draws international interest. An important role of this, and other, subject 
associations is seeking and representing the views of teachers to national bodies, 
local education authorities, the DfES, OFSTED and QCA. In addition, NATE 
conducts research into the teaching of English and is involved in a range of 
curriculum development initiatives, 

Teachers interested in developing mathematics have two associations — the 
Mathematical Association (MA) and the Association of Teachers of Mathematics 
(ATM). Both again provide national and regional events and support, publish 
periodicals, journals and newsletters, provide discounted publications, and 
encourage peer discussion on current issues to inform representations to local 
and national government organizations. The importance of subject support of 
this kind for teachers can hardly be over-estimated. Teachers give and receive 
support from their immediate colleagues with unstinting generosity, but it is still 
possible to feel isolated within a school when you are the key teacher who is 
responsible for the development of a curriculum aréa. Membership of subject 
associations helps teachers to feel in touch with contemporary developments and 


thus more confident in the assistance that they can provide to colleagues and to 
their school. 
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The Geographical Association (GA) has over 9000 members and is rightly 
proud of its influence on issues related to teaching and learning in Geography. It 
provides journals, books and other resources, curriculum advice, professional 
development and conferences. As with most associations it is a voluntary 
organization run by its members with a committee structure that encourages 
participation. Local involvement is strongly encouraged, and it is this oppor- 
tunity for local networking on common issues that so attracts many members of 
this and other subject associations. 

To end our examples (and here it is worth noting that references to other 
associations appear both at the end of this chapter and on RTweb) it is interesting 
to review a group that does not quite fit the subject association categorization, 
but which demonstrates the range of support that exists for the teacher. Micros 
and Primary Education (MAPE) is concerned with the effective use of ICT in 
primary schools, across subject boundaries. It provides publications, software, 
reviews, events and a web-site all serving this end, and as such is an invaluable 
resource for all teachers in primary schools (see www.mape.org.uk/curriculum/ 
index.htm). 

Bramall and White (2000) point to how the agendas of subject associations 
offer a good fit with national agendas that emphasize subject-based curricula. 
This does not, however, invalidate their usefulness to teachers who may have 
broader concerns. Overall, n terms of innovation, application and specification 
of appropriate subject knowledge for primary schools, the subject associations 
offer rich resources on which to draw. 

Phase-based associations are reviewed in Chapter 18, Section 3. 


CONCLUSION 


National curricula provide a significant means of attempting to fulfil national 
objectives and of attempting to provide coherence and progression in the learning 
of pupils. They also clarify the aims and role of teachers. : 

However, it is also worth highlighting the specific issue of inclusion/exclusion 
here. By the very act of setting out ‘requirements’, a ‘framework’ or a set of 
‘guidelines’, the architects of national curricula prescribe particular content for 
teaching, study, learning and assessment. This material tends to cater for the 
majority, but must inevitably be more suitable and interesting for some children 
than for others. Children with particular special needs, or coming from particular 
ackgrounds may not relate well to such curricula (see Chapter 9, Section 2.4 on 
curriculum relevance and Chapter 15 on social inclusion). 

Indeed, the specification of a National Curriculum raises the immediate 
question, ‘Whose curriculum is it?? Any curriculum reflects values, views of 
knowledge and of learning. Reflective teachers will recognize that dominant 
opinions and influence can change over time and that they are not always clear- 
cut or coherent. Ambiguities and dissonances within and between the different 
agencies that govern education will always exist. Where teachers have views 
on such matters, perhaps based on study, experience, evidence and reflection, 
to make their voices heard in educational debates is a valuable professional 
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contribution. Subject, phase or other professional associations are important 
vehicles for this. h 

Nor should we forget the clarification with which we began this chapter. The 
official curriculum of any country is a very different thing from the whole curric- 
ulum, which includes the hidden curriculum, the observed curriculum and the 
curriculum-as-experienced by pupils. There is enormous scope for dilution, dis- 
tortion, improvement, creativity, adaption and extension at every level of an 

mn education system (see Chapter 1, Section 2.7 and Reading 1.4 on ‘creative 

mediation’). 

In the next chapter we continue the focus on curriculum to attend to three 
major levels of curriculum planning - the whole school, the class programme and 
the lesson. 


Key readings 


An accessible history of the primary curriculum 1945-88 is provided by Cunningham, 
with Jones ranging more widely: 


Cunningham, P. (1988) 

Curriculum Change in the Primary School Since 1945: Dissemination of the Progressive 
Ideal. 

London: Falmer. 

Jones, K. (2003) 

Education in Britain, 1944 to the Present. 

Cambridge: Polity Press. 


An extremely helpful analysis of the debates and struggles around the esta slishment of the 
National Currriulum in England, raising important questions of democratic principle, is: 


Ross, A. (1999) 
Curriculum: Construction and Critique. 
London: Routledge. 


Alexander and his colleagues have continued to produce challenging analyses of primary 
education and primary teaching. These include: 


Alexander R. J., Wilcocks, J., Kinder, K. and Nelson, N. (1995) 
Versions of Primary Education. 
London: Routledge. (Y) Reading 8.9 


For an interesting philosophical overview of issues that are fundamental to the 
construction of the curriculum, see: 


Bonnett, M. (1993) " 
Thinking and Understanding in the Primary School Curriculum. 
London: Cassell. 


An incisive review of the relationship between aims, values and structures in the National 
Curriculum for England is presented in: 


White, J. (ed.) (2003) 
Rethinking the School Curriculum: Values, Aims and Purposes. 
London: RoutledgeFalmer. ‘ 
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A wide-ranging comparative account of primary and elementary schooling in England, 
France, India, Russia and the United States, showing that we don’t all do things the same 

way, is: 


Alexander, R. (2000) 
Culture and Pedagogy: International Comparisons in Primary Education. 
Oxford: Blackwell. 


For an exploration of pupils’ perspectives on their experiences of schooling in England 
and France see: 


Broadfoot, P., Osborn, M., Planel, C. and Sharpe, K. (2000) 
Promoting Quality in Learning: Does England Have the Answer? 
London: Cassell. 


Focusing on implementing a broadly constructivist approach in the classroom, Selley 
shows how, for the reflective teacher, this is compatible with highly structured national 
curricula. You might also want to consider how the curriculum is experienced by children: 
Selley, N. (1999) 

The Art of Constructivist Teaching in the Primary School. 

London: David Fulton, 

Pollard, A., Thiessen, D. and Filer, A. (eds) (1999) 

Children and Their Curriculum: The Perspectives of Primary and Elementary School 
Pupils. 

London: Falmer. 


A ‘flagship’ document from the DfES - ‘Excellence & Enjoyment’ ~ is expected to have 
a significant impact on the character of the primary curriculum in England. 


DfES (2003) 
. Excellence & Enjoyment: A Strategy for Primary Schools. 
Nottingham: DfES Publications. 


Shulman provided the classic text analysing key dimensions of subject knowledge, and the 
‘three wise men’ (Alexander, Rose and Woodhead) reinforced a major change in policy 
when they asserted its importance: 


Shulman, L. S. (1986) 
‘Those who understand: knowledge and growth in teaching’, ; 
Educational Researcher, 15, 4-14. (7) Reading 8.6 


Alexander, R., Rose, J. and Woodhead, C. (1992) 

Curriculum Organisation and Classroom Practice in Primary Schools: a Discussion 
Paper. 

London: Department of Education and Science. 


Among many useful books on the role of subject knowledge in primary schools, and its 
implications for subject leadership, are: 


Bell, D. and Ritchie, R. (1999) 

Towards Effective Subject Leadership in the Primary School. 
Buckingham: Open University Press. 

Turner-Bisset, R. (2001) 

Expert Teaching: Knowledge and Pedagogy to Lead the Profession. 
London: David Fulton. 
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For a wonderful supply of subject ideas and innovation, see the regular flow of practical 
journals on various subjects for teachers in the UK. These include: 


Teaching History and Primary History (The Historical Association) 
Computer Education (Computer Users Group) 
British Journal of Religious Education (Professional Council for Religious Education) 


British Journal of Teaching Physical Education (Physical Education Association of the 
United Kingdom) 


The Journal of Design and Technology Education (Design and Technology Association) 


Reference to official web sites for UK countries that provide information about 
national curricula and links to subject knowledge, including ACCAC, QCA, NINE and 
LTScotland, can be found on RTweb. 


Most specialist educational publishers also have useful series of books based on 
curriculum subjects for primary schools. For instance, in the UK see the catalogues 
of Continuum, Blackwell, David Fulton, Routledge, Falmer, Simon and Schuster, Open 
University Press, Paul Chapman Press, etc. 


Readings for Reflective Teaching (the companion volume) offers other closely associated 
work on the issues raised in this chapter. This includes work by authors such as: 


John Meyer, David Kamens, Basil Bernstein, the Plowden Committee, Lilian Katz, 
John Wilson, Lee Shulman, Lucy O’Hara, Mark O’Hara, the Labour Party and Robin 
Alexander. 

RTweb offers additional professional resources for this chapter. These may include 
Further Reading, illustrative Reflective Activities, useful Web Links and Download 
Facilities for diagrams, figures, checklists, activities. 
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Enbancing professional standards and competences 


For hundreds of years, there has been controversy about the extent to which a 
curriculum should be based on socially approved subject knowledge or built 
up from the more direct experiences and interests of the pupils. Clearly, in 
practice, teachers will create some sort of inspired combination, but national 
requirements still differ in their emphasis. 


In England, trainees must: 


set challenging teaching and learning objectives which are relevant to all pupils 
in their class, These must be based on knowledge of: the pupils; evidence of their 
past and current achievement; the expected standards of the relevant age range; 
the range and content of work relevant to that age range. 


They must then: 


use these teaching and learning objectives to plan lessons and sequences of 
lessons, showing how they will assess pupils’ learning, taking into account and 
supporting pupils’ varying needs. 
(TTA, 2002, Standards for the Award of QTS, standard 3.1) 
In Scotland, regarding competences relating to ‘the subject and content of 
teaching’, the student-teacher must: 


demonstrate the knowledge and understanding to justify what is taught within 
the area of the curriculum or subject(s), in relation to its value in the curriculum; 
its contribution to children’s learning and general development; and its 
relevance to the needs of the pupils being taught. 

(QAA, 2000, Standard for ITE in Scotland, Benchmark 1.1) 


However the dilemma is resolved (and requirements in Wales and Northern 
Ireland suggest slightly different solutions) imaginative but realistic curricu- 
lum planning is a very important teaching skill. If the children are highly 
motivated and engaged by the curriculum and the way it is presented to them, 
then other problems rapidly recede. 


INTRODUCTION 


This chapter has a three-level structure, focusing first on planning and imple- 
menting a curriculum for the whole school, then on the schemes of work of a 
single class, and finally on short-term planning and implementing particular 
teaching sessions. It thus moves through successive levels of detail, exactly in the 
way in which teachers or trainee teachers must when planning their teaching 
programme. 
Lest this sound overly structured, we must once again affirm the uniquely 
enriching role of the creativity and imagination of individual teachers in pro- 
ng) viding high quality, responsive curriculum experiences for the pupils in their 
classes (Woods and Jeffrey, 1996, Moyles, 2001, Reading 13.3). Qualities of 
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Whole-school Curricular Planning 


experience which may be produced — excitement, surprise, awe, spontaneity, 
concentration, humour, amazement, curiosity, expression, to name but a few - 
are enhanced by the dynamics of rapport and interaction between a teacher and 
his or her class. From the pupil’s point of view, they are often what brings the 
curriculum ‘alive’. 

So, whilst attending to the necessary logic of planning within a National 
Curriculum framework (the science of curriculum planning?), we must not lose 
sight of the unpredictable and uniquely enriching human relationships through 

ome which it is manifest (the art of teaching?). Chapter 6, on classroom relationships, 
is particularly relevant here. 

Reflective teachers are likely to aim to carefully address the structured aspects 
of curriculum provision, but with a view to this enabling them to interact with the 
children more empathically and responsively. When it comes to implementation, 

» a combination of structure and responsiveness is likely to be most effective 

ag (see, for instance, Reading 5.3 by Woods or Reading 9.5 by Bennett). The key 

judgement, which only the teacher on the spot can make, is what particular 
combination and form of structure and response is most appropriate. 

It is also important to say, at the outset, that whilst this chapter is concerned 
with the implementation of the curriculum within given national frameworks, 
there are alternative conceptions of the curriculum of which it is useful for the 
reflective teacher to be aware. Perhaps the most important is that of early child- 

Mm hood educators, such as Katz (1998, Reading 8.4), who argue that the develop- 
mental appropriateness of the curriculum is at least as important as rigorous 
plans for the delivery of subject matter. In Wales, ‘desirable outcomes’ for young 
children (ACCAC, 1996, Reading 9.3) convey this with flair and wholehearted- 
ness. Eisner (1996) and Egan (1992) present further alternatives to the school 
reform route that has been taken in the UK in recent years. 

Perhaps the most robust and concise statement of key principles in curricular 

nl planning is HMI’s classic The Curriculum from 5 to 16 (1985, Reading 9.1), and 
its logic underlies this chapter. 

This chapter offers eight Reflective Activities designed to help with curriculum 

Ye planning and implementation. 


1. WHOLE-SCHOOL CURRICULAR PLANNING 


1.1. Developments in whole-school planning 


Whole-school curriculum planning has become of enormous significance with the 
advent of national curricula and the concern for curriculum progression and 
coherence. Teachers’ responsibility for selecting the curriculum at a classroom 
level has been reduced in favour of co-ordinated whole-school work, within a 
national framework. It is very important for trainee teachers to recognize this, for 
the implication is that any planning for work in classrooms must take account 
of the overall curriculum planning of the school (Boyd and Loyd, 1995). 

In England and Wales, planning at a whole-school level seems to have gone 
through three phases. An adaption phase when the National Curriculum was 
new, characterized by the key strategy of ‘mediation’ of the initial, over-loaded 
and incoherent National Curriculum (Croll, 1996). Here, the programmes of 
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study of the National Curriculum were. grafted onto, and mapped against, exist- 
ing practices. An adoption phase only became fully possible after 1995 with the 
availability of the revised National Curriculum following a holistic review (Dear- 
ing, 1993). With a ‘moratorium’ on further changes until 2000, it was possible 
for curriculum provision to become more embedded in schools. However, in 
more recent years an extension phase can be identified incorporating curricular 
initiatives such as the Literacy and Numeracy strategies and the Qualification and 
Curriculum Authority’s Schemes of Work (DfEE, 1998b; 1999). 


1.2. School curriculum policies and planning 


Irrespective of national requirements, curriculum planning is likely to be 
= influenced by the overall philosophy of the school. Good practice is to tie this in 
(inks : f : 
with the process of school improvement planning (see Chapter 17) and with 

consultations with school governors, who have legal responsibility for the school 
curriculum. In 1995, the now superseded School Curriculum and Assessment 
Authority provided very useful advice on curriculum planning across the primary 
school. This analysis of long-, medium- and short-term planning was taken up by 
OFSTED and still provides professionals with a clear review of the different levels 
of planning (SCAA, 1995, p. 10; OFSTED, 1999). Historically, an important 
decision in any consideration of the organization of the primary curriculum 
has been when to use an integrated or semi-integrated topic-based approach 
and when to plan by subjects. In the early years of the National Curriculum, 
Alexander, Rose and Woodhead (1992) challenged primary-school teams to 
confront this issue directly. As we saw in Chapter 8, the evolution of this debate 
has meant that planning by subjects — particularly at Key Stage 2 but also at Key 
Stage 1 - has become increasingly the norm as the National Curriculum (QCA, 
1998a) has moved through successive phases of development and as curriculum 
initiatives have been introduced by government. ‘ 

Figure 9.1 provides a model of the links between policies and the subsequent 
levels of curriculum planning. We will consider these levels in more detail, after a 
a consideration of policy statements and a definition of the term ‘scheme of 
work’. 


Curriculum policies 

Policy statements are intended to act as a simple statement of purpose and 
framework for action, with regard both to curriculum subjects and to other 
aspects of the life of the school (e.g. special educational needs and equal 
opportunities). They need not be long but must be endorsed by school governors, 
with dates set for review by the governing body. Obviously they do need to reflect 
the overall school philosophy. Very often policy statements amount to single A4 
sheets with simple, standard headings such as: 


® Rationale 
© Purposes 


© Guidelines. 


Policy statements provide for an input from governors without involving them in 
implementation detail. i 
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Aims and values of the curriculum 
Nationally derived, institutionally adopted and adapted by 
the school. 


y 


Policies: subject, cross-subject and management-based 
Providing purposes, rationale and broad guidelines. 
Regular review by school staff and governors. 


4 


Long-term plans 
Broad framework of curricular provision. 
Coverage of curriculum subjects, review of ‘blocked’ and 
‘continuing’ units of work. 


| 
i 


q 


Medium-term plans 
Detailing objectives, activities, assessment opportunities 
and resource/health and safety considerations for termly/ 
half-termly units of work. Inclusion of cross-curricular 
considerations. 


§ 


Weekly plans 
Providing an overview of the ‘curriculum in action’ across 
curriculum subjects. : 


4 


Lesson plans 
Providing lesson objectives, procedures, differentiation 
strategies and assessment criteria. 


J 


Assessment and evaluation 
Feeding back into all levels of planning and informing 
policy change. 


Figure 9.1 School philosophy, policies, schemes of work and teacher planning 
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Schemes of work 
Schemes of work can be thought of as encompassing the long-, medium- and 
short-term planning of a school (OFSTED, 1999). They should incorporate the 
programmes of study of the National Curriculum, and set out to describe how 
the curriculum should be taught by the staff team. Schemes of work may well 
draw on non-statutory guidance or other resources, and are frequently modified 
in the light of both experience and curriculum initiatives. A key intention is that 
well-structured schemes of work should give a clear view of how progression and 
continuity in learning is provided through the school. 

It is recommended that each scheme of work, within the appropriate 
elements of long-, medium- and short-term planning, should address four basic 
issues: 


© What do we teach? To outline knowledge, concepts, skills and attitudes to be 
developed, links between subjects and cross-curricular elements. 


© How do we teach? To cover how the curriculum and learning processes are 
to be organized, units of work, learning activities and processes, forms of 
grouping to provide differentiation, resources needed, time allocations and 
opportunities for assessment. 


© When do we teach? To address the issues of curriculum continuity and 
progression throughout appropriate key stages. 


© How do we know that children are learning? Methods and plans for monitor- 
ing progress and attainment, and for setting future learning targets. 


From these issues, a degree of consensus has emerged in recent years about key 
features of high-quality whole-school planning. Many of these originated in early 
work by HMI (DES, 1985a), and some have been heavily promoted in the UK by 
government, Principally these are: 


© Progression and continuity 
© Breadth and balance 
® Coherence. 


Others remain very significant in the judgement of many teachers but, until the 
recent endorsement of ‘Personalized Learning’ and a new Primary Strategy 
(DfES, 2004a, 2004b), have been less prominent in official documents. These 
include relevance, cross-curricular issues and the nature of activity/experience 
and are the focus of Section 2.4 in this chapter. 

(cixks> In Section 1.3 we will consider briefly the issues of progression; breadth, 
balance and continuity; and coherence. In Section 2 we will see how these 
features of planning relate to long-, medium- and short-term plans. Prior to this, 
however, a consideration of Reflective Activity 9.1. will provide practical 
examples that will form a basis for reflection throughout the chapter. 


Li} | Reflective activity 9.1 


Aim: To investigate the approach to whole-school curriculum planning in 
your school. 
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Evidence and reflection: on this are likely to come from two main 
sources — documents ssion. Begin by studying available policy 
statements and schemes of work — it may be sensible to do this for just one 
subject area, Then ask the headteacher if she or he could talk to you about 
how whole-school planning has taken the form which it does and how they 
see it evolving. Write a concise summary of the position. 

Extension: Consider what the implications of the approach to whole-school 
planning are for you. How does it and will it impact on your plans for 
classroom teaching? ne Seige 


Insights 
cee 


1.3 Progression and continuity; breadth and balance; coherence 


The concepts reviewed in this section derive from HMI (DES, 1985a, Reading 
9.1) which identified key issues in curriculum planning. In recent years, the 
English curriculum has narrowed and become increasingly subject based, with 
f the result that concepts such as ‘balance’ and particularly ‘relevance’ seem less 


important (see also Section 2.4 of this chapter). This framework has however 
continued to be influential elsewhere in the UK. The Welsh Framework for the 
Whole Curriculum (CCW, 1991) was directly underpinned by such concepts, and 
Scotland’s 5 to 14 Curriculum continues to offer considerably more breadth, 
balance and relevance than the English equivalent (see Scottish Executive, 2000a, 
Reading 9.2) 


Progression and continuity. The concepts of progression and continuity in 
provision highlight the intended, cumulative outcomes which a planned cur- 
riculum is expected to produce: the expectation is that children should make 
progress in their learning, should build on and integrate their knowledge so 
that they deepen their understanding and skills. ; 

(Gn The sequencing of tasks within the curriculum raises several issues depend- 

ing, as we saw in Chapter 8, on our view of knowledge and our view of 
how children learn. At a classroom level, it is possible to be more specific and 
more flexibly responsive to the evolving understanding of the children we 
teach. Nevertheless, careful planning is an essential rock upon which such 
responsiveness can be built. 


‘ia Breadth and balance. As we also saw in Chapter 8, the requirement that the 

| curriculum in England and Wales should be,broad and balanced is set out in 

the Education Reform Act, 1988. This can be interpreted in its widest sense, 

with reference to ‘spiritual, moral, cultural, mental and physical development’ 

and preparing pupils for ‘the opportunities, responsibilities and experiences of 

adult life’. This suggests that breadth and balance in a pupil’s learning experi- 

ences should not be seen reductively. Taken seriously, breadth and balance 

address holistic questions about educational provision. The statutory curric- 

ulum contributes an important part, but should not be seen as the whole 
educational experience. 

Whilst acknowledging the above, the creation of national curricula usually 

involves the prioritizing of particular subject matter as more or less important. 

The ‘core’ and ‘foundation’ approach taken with the introduction of the 
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National Curriculum for England and Wales is testament to this, and the 
introduction of the Literacy and Numeracy strategies (DfEE, 1998b; 1999) has 
clearly defined these as priorities within the curriculum. In an important sense, 
then, the current statutory curriculum of the primary school might be seen as 
very far from balanced. 


Reflective activity 9.2 
Aim: To evaluate an individual child’s curricular experiences over one day. 


Evidence and reflection: Identify a child for detailed observation. Record 
the major curriculum activities in which he or she engages during this period. 
You might do this by briefly recording the following: 


Time activity started/ended 
Curriculum subject (English, History, etc.) 


Curriculum activity (reading, task completion, independent study, 
painting, etc.) 


Extension: What kind of breadth and balance exists in the observed 
curriculum of your target child? Is any action or curriculum adjustment 
necessary? 


Coherence. Coherence refers to the extent to which the various parts of a 
planned curriculum actually relate meaningfully together. The opposite would 
be fragmentation. 

Clearly this is an important issue if we conceive of learning as a process of 
‘making sense’ (Haste, 1987), for that process calls for understanding at over- 
all levels as well as in more detail. Indeed, Gestalt psychologists such as Koh 
and Lewin established the enormous. significance which developing an 
over-arching understanding and frame of reference has on learning. 

Coherence is often sought across subjects and this, of course, has been a 
prime goal of integrated curricula. However, coherence is also necessary, and is 
not assured, within single subjects. In this respect, as we saw in Chapter 8, it is 
likely to be associated with the extent of subject confidence and expertise of 
the teacher. 


Some research has shown that people tend to enjoy and value learning more when 
they understand it as a whole. Rather than experience anxiety, or bewilderment 
from fragmented experiences, they feel more in control and are more willing to 
think independently and take risks. Whilst perceptions of incoherence can lead 
to feelings of frustration and strategies such as withdrawal, coherence leads to 
satisfaction and engagement. Coherence is only partially amenable to planning, 
for it derives its force from the sense, or otherwise, which the children make of 
the curriculum which is provided. Thus, whilst consideration of coherence at 
the planning stage is obviously important, we have chosen to focus Reflective 
Activity 9.3 on the actual reception of the curriculum by children. This data will 
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bring us far greater awareness of the ‘curriculum-as-experienced’, allowing us to 
consider adaptations that may be appropriate. 


Reflective activity 9.3 


Aim: To investigate the coherence which a planned curriculum has for 
children. 


Evidence and reflection: We suggest that the technique of concept 
mapping is ideal for gathering data on this issue (see Chapter 14, Section 2.3 
and 2.4). You will have to focus the children’s thoughts on a small area of the 
curriculum on which you have worked with your class or group. When they 
have identified the content, pay particular attention to the connections which 
they draw, or fail to draw, between the parts. Discuss this with them. 


Extension: To what extent do you feel curriculum coherence was reflected in 
the attitudes and learning strategies of the children? 


STRUCTURING SCHEMES OF WORK 


Long-term planning 


Long-term plans should provide a broad framework of curricular provision for 
each year of each key stage. For each year group they should specify the broad 
content to be taught, organize that content into manageable and coherent units 
of work and identify links between different aspects of curricular provision. They 
should allocate notional time to teach and assess work and should sequence work 
into three terms (see SCAA, 1995). Units of work are sometimes referred to as 
‘blocked’ or ‘continuing’. Blocked units occupy a particular time period (from a 
week to a term), whilst continuing units are ongoing (such as work associated 
with the first Science Attainment Target, Scientific Enquiry). 

In providing an overview of coverage of the school curriculum, including the 
National Curriculum and religious education, long-term planning thus begins to 
address progression, breadth, balance, continuity and coherence, both within and 
between subjects. It is an essential stage in planning that forms a bridge between 
policy and practice. 

Long-term plans are often presented as a collection of curriculum matrices. It 
should be noted, however, that the systematic appearance of such matrices:can 
sometimes provide a poor representation of the reality of provision, particularly 
where there are overlaps and connections between subjects. 

It is essential that the whole teaching staff of a school, led by senior manage- 
ment and subject specialists, is involved in revising long-term planning. Teacher 
trainees aré unlikely to be centrally involved in such revisions, but should 
become familiar with schools’ long-term plans as a means of ‘placing’ their own 
teaching in the context of their pupils’ previous and planned future curricular 
experiences. 
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It should be noted here that the planning procedures and structures for the 
curriculum of the Foundation Stage are very different from those outlined in this 
section and in subsequent sections. An initial insight into this difference can be 
gleaned from even a cursory reading of Curriculum Guidance for the Foundation 
Stage (QCA/DfEE, 2000). Perhaps the key distinction is between the planning of 
activities in Key Stages 1 and 2, and planning for a wide range of child-initiated 
activities in the Foundation Stage. 


Medium-term planning 


Medium-term plans are usually plans for each curriculum area that outline in 
detail what is to be achieved over a half term or term. Sometimes these plans will 
cover a shorter period (e.g. in the case of shorter discrete topics for younger 
children), They are the teacher’s essential tool for explaining how the work to be 
undertaken during the term fits together and addresses the educational needs of 
the children in the class. 

This level of planning is usually undertaken by class teachers, individually or in 
teaching teams, supported by subject specialists. It is updated, as with all plan- 
ning, on the basis of the analysis of assessment data, teachers’ views on the 
quality of activities and changes in school or year group organization. For each 
unit of work the medium-term plans will usually provide detail with respect to 
the following: 


Class/subject details. Brief details are needed, stating the year group, Key 
Stage, the term in which the work will be carried out, and the subject/ 
curriculum areas encompassed in the plan. Medium-term plans are invariably 
shared with the headteacher and a range of colleagues; these details allow them 
to quickly key-in to the nature of the document. 


Learning objectives. Objectives express what we intend that the pupils learn in 
terms of skills, knowledge and understanding. They are the essential planning 
tool of the teacher, as without clear, concise objectives linked to specific activ- 
ities, the teacher has little basis on which to define the purpose of a task clearly 
for the pupils, or assess pupil progress. Though it is not the only way, it is 
sometimes helpful to write objectives as ‘Pupils should be able to ...’ state- 
ments, as this indicates, to some extent, intended outcomes. For example, ina 


piri on material science for Year 2 pupils, objectives might be expressed as 
‘ollows. 


Pupils should be able to: 
© use all appropriate senses in grouping a random ‘rubbish bin’ of 
materials — skills 


© express the fact that some materials are shiny and may be grouped 
together - knowledge 

® express an understanding of the reflective nature of shiny materials — 
understanding. 


It should be noted that one learnin 


seh ig objective may relate to a number of 
activities, 


National curriculum links. Usually coded to indicate subject, section of the 
programme of study (see Chapter 8), paragraph and statement, the links show 
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how long-term plans link to the teaching programme devised through 
medium-term planning. 


Activities. This section indicates what the pupils will be doing in order to 
satisfy the objectives stated elsewhere in the medium-term plan. Only a very 
brief description of activities is required at this stage of planning, and it is 
important for teachers to consider whether activities are appropriately varied 
and therefore likely to maintain pupil interest. Bennett et al. (1984) analyse 
activities in five categories that remain useful in judging whether activities are 
appropriately varied: 


© Incremental, where new learning is the key objective. 

© Practice, where familiar ideas are rehearsed. 

© Restructuring, where familiar materials and ideas are applied in con- 
sidering new ways to look at familiar problems. 

e Enrichment, where existing ideas are applied to new circumstances. 

© Revision, where existing knowledge and concepts are reviewed. 


At this stage of planning the teacher may wish to indicate how some activities are 
to be differentiated for different year groups or ability groups in the same class. 

Caution. is needed at this stage of planning over the number of tasks set for 
practice. What are pupils learning through such tasks, cognitively or affectively? 
Practice tasks may be useful in confirming knowledge or skills, but one needs to 
consider at what point such tasks might cease to increase confidence and instead 
cause frustration. In Bennett’s study, the percentage of practice tasks was even 
higher when examined in terms of how the tasks were perceived and performed 
by the children. This was particularly so for high ability children, who were often 
set tasks intended as incremental or enrichment, but which, in fact, involved yet 
more practice. 


ae 


Li} | Reflective activity 9.4 
Aim: To consider the nature of activities in medium term plans. 


Evidence and reflection: Consider the activities presented in two medium- 
term plans, either for your own class or for a specific age range; you may wish 
to use the QCA or other official schemes of work for this purpose. What is the 
balance of activity? Is there a preponderance of practice tasks? Are activities 
incremental in terms of pupil learning? Are the suggested activities likely to 
enthuse and motivate pupils? 


Extension: Which activities would you replace, what with, and why? 


[is a aR a a eS SE REE 


Thus, in planning activities, a reflective teacher should consider that tasks of 
nz cach type are probably necessary if learning is to develop positively and surely. 
i ‘As we saw in Chapters 7 and 8, increases in learning do not necessarily occur 

in a smooth, ever-upward fashion. If learning progresses in somewhat unpre- 

dictable developments of insight and understanding then occasional plateaus 
may also be experienced and needed. A reflective teacher needs to monitor 
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activities closely to try to ensure the best balance between boredom from too 
easy tasks, frustration from tasks that are too hard, comfort from consolidation 
tasks and excitement from tasks that are challenging but not too daunting, 
This theme is extended in discussing differentiation in lesson planning in 
Section 3.2. 


Key assessment opportunities. At this stage it is only really appropriate, or 
possible, to consider broadly what might be assessed for particular activities — 
e.g. products of work, discussion responses — and whether there are to be 
specific tasks that are included for assessment and target setting purposes (see 
Chapter 14). Where it is clear that specific evidence will need to be collected and 
recorded, this should be noted. The teacher may wish to include reference to 
how previously indicated differentiated activities are to be assessed. Essentially, 
however, this is the point at which the key learning objectives for the unit of work 
are decided upon, and where some initial thought is given to assessing these 
objectives. 


Resources/risk assessments. In a medium-term plan, only the main resources 
required for the unit of work should be indicated. It is particularly important 
to note those resources that need to be acquired from outside the school, such 
as library loans, museum artefacts, etc. Resources, in the form of equipment, 
apparatus, artefacts and media, are a means of deepening, enriching and broaden- 
ing the curriculum through providing first-hand experiences. Artefacts can be 
brought into the classroom or children can be taken out on visits. Radio, tele- 
vision and multimedia information and communications technology (ICT) 
resources can play a role in providing vicarious first-hand experience. This at 
least allows each pupil to see and to indirectly experience other environments. 
In planning a classroom curriculum, then, some attention should be paid to the 
practical resource implications. 

All resources call for particular skills from pupils if they are to be used success- 
fully to develop learning. For example, children need to learn how to listen 
actively to explanations, to look carefully at objects or television, to read books 
actively and to set up investigations so that they can ‘make knowledge their own’ 
and develop strategies for learning. Different resources have particular implica- 
tions for the curriculum-as-experienced and for the skills, attitudes, knowledge 
and concepts which are likely to be developed through them. Resources should 
thus be seen to support a curriculum rather than&s a means by which it is selected 
(see Clegg and Billington, 1994, Reading 10.2). 

With respect to health and safety, it is essential that all such issues are briefly 
noted at this stage of planning. This includes both issues for the teacher to 
note and explicit safety issues that will be raised with the pupils. Advice is avail- 
able from professional organizations, particularly with respect to work in such 
curriculum subjects as science (Association for Science Education, 1994) and 
design and technology (NAAIDT, 1992). 


Cross-curriculum considerations. In addition to these essentials, medium-term 
plans should also briefly refer to a range of whole- and cross-curricular issues that 
place the plan in a wider learning context. Where objectives and activities have an 
explicit link to pupils’ spiritual, moral, social and cultural education then this 
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should be indicated; for example, where work in history or geography allows a 
broader consideration of other cultures. Links with the non-statutory guidance 
on personal, social and health education, and on citizenship, should also be 
made clear at this point in planning. In addition, connections with medium-term 
plans for different subject areas should be shown. Increasingly, reference is made 
in medium-term planning to the key skills outlined in National Curriculum 
documentation (e.g. QCA, 1998b, p. 20-1). 

Though ICT may well form the basis of a separate medium-term plan, the 
intention is that it should be ‘used across the curriculum’ (Ager, 2000; Bonnett, 
McFarlane and Williams, 1999). As such, specific reference to the use of ICT in 
enhancing learning in specific subject areas must be included in the relevant 
medium-term plans. Such references should include a note of appropriate 
National Curriculum ICT statements. 


The effect of government initiatives 


‘In the context of the curriculum in England, the non-statutory Literacy and 


Numeracy strategies and the Qualification and Curriculum Authority’s Schemes 
of Work (DfEE, 1998b; 1999, and onwards) are of central importance. They 
provide an example of how additions to national curricula can extend the 
centralized control of the day-to-day school curriculum by governments. This is 
not to say that such non-statutory initiatives are necessarily unhelpful, though 
Davies and Edwards (2001) refer to the work of Stenhouse (1983) to pose 
the question of whether the literacy and numeracy hours ‘could be seen as the 
pedagogical equivalents of painting by numbers’ (p. 137). The scope for the 
imposition of such initiatives is, however, undoubtedly greater in the context of 
the operation of national curricula. 

Within the Literacy Strategy, work at the word, sentence and text level is 
defined for each term for each year group. Training material for teachers 
recommends an approach to medium-term planning that uses the rigidly defined 
material in the Literacy folder to develop continuous and blocked units of work 
for phonics, vocabulary and spelling; grammar and punctuation; comprehension 
and composition; and texts. Here, the reflective teacher needs to be imaginative 
in developing contexts for the work in literacy, and in using texts in such a’ way 
that appropriate links can be made to work in other subjects of the curriculum. 
Advice proliferates about ways to use subject texts in the Literacy Hour, and how 
to promote literacy objectives through work in a range of subjects (e.g. Parkin 
and Lewis, 1998). 

The Numeracy Strategy features a rather different approach. Key objectives and 
a teaching programme for each year group are defined, and these are supported 
by supplements of examples for different year groups that include objectives, 
possible activities and suggested outcomes. In many schools this material is 
reorganized so that it is coherent for the purposes and circumstances of the school 
(e.g. taking into account mixed-age classes) and is used as the medium-term 
planning for mathematics. This is possible both because of the level of detail 
included in the Numeracy Strategy folder, and because the strategy is a ‘frame- 
work for teaching mathematics from Reception to Year 6’. It includes the whole 
curriculum for mathematics, in contrast to the Literacy Strategy, which leaves 
significant areas of English still to be incorporated into planning. 
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Perhaps one of the most significant features of these initiatives in preparing 
medium-term plans for other subjects has been the amount of curriculum time 
that they absorb. In the context of the National Curriculum, trying to satisfy 
the demands of curriculum coverage and the time demands of the Literacy 
and Numeracy ‘hours’ has meant that teachers have had to be creative in 
ensuring an appropriate mix of activity types both within and across subjects. 
As Galton et al. (1999, p. 181) point out, ‘the current requirements to devote 
nearly half of the week to mathematics and language, while at the same time 

ing providing adequate coverage of the remainder of the curriculum, including 
the arts, sharpens the dilemma experienced by headteachers’ (see also Reading 
13:1); 


(=a 
Aim: To review medium-term planning for literacy and numeracy. 
| Evidence and re 


ction: ‘Compare the medium-term planning for literacy and 
numeracy one class with 


the same level of planning for the other curric- 
lass. Are there features of planning in literacy, 
ubjects that are unique? Are there features 
these that really should be incorporated into the 
nning for the other areas? 
Established teachers should bring any issues raised by this review 
ss to the attention of the whole staff for consideration. Trainee teachers 
id discuss their conclusions with their school mentor. 


i 


In Section 1.2, some key features of whole-school planning were referred to, and 
progression, breadth, balance, continuity, and coherence have been given some 
consideration. In the light of the above discussion, it is now appropriate to 
consider relevance, activity/experience, and cross-curricular issues. 


2.4 Relevance; activity and experience; cross-curricular issues 


Of vital importance in the selection of content is ‘relevance’. Here, the term is 
used to emphasize the importance of the curriculum making connections, 
in meaningful ways, with pupils’ previous experiences. In a way then, it has 
resonances with child-centred ideas and this is, perhaps, why it was derided by 
some right-wing groups and was absent from government documentation in 
the early years of the English National Curriculum — though it remained a 
serious consideration elsewhere in the UK. This concern is now becoming 
more prominent again, for there is no doubt whatsoever that children learn 

Gn Most effectively when they understand the purposes and context of the tasks 

and challenges with which they are faced (see also Chapter 8, Section 2.2 on 
inclusion, and Chapter 7, Section 2.5 on motivation). The introduction of the 
Primary Strategy (DfES, 2003a, 2004a) and of ‘Personalized Learning’ (DfES, 
2004b) provides a new level of official endorsement. 
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When a pupil complains that an activity is ‘pointless’, is ‘boring’ or that they 
‘don’t see what it’s for’, then the curriculum is failing to satisfy the criterion 
of relevance. Motivation may fall and with it may go concentration, commit- 
ment and quality (see Pollard et al., 2000, Reading 7.11). The standard of work is 
thus likely to decrease unless the teacher can justify the activity and bolster 
motivation. Indeed, even when an activity could have great relevance, this may 
not have been explained to or appreciated by the children. One long-running 
finding regarding teaching has been that, very often, pupils have not known why 
they are doing an activity. 


Reflective activity 9.6 


Aim: To explore the extent to which sharing learning objectives, and 
making connections between work in different subjects, influences feelings 
of relevance for the pupil. 


Evidence and reflection: The simple method here is to ask the pupils. 

Having taught a lesson, or seen one taught (pupils will often ‘open up’ more 
to someone who is not their own teacher), select a small group of children — 
ask them some or all of the following: 


@ What was the lesson mainly about? 
© What did they think that they were supposed to be learning? 


© Do they see any connections with other work that they have done in the 
same subject? 
© Do they see any connections with work that they have done in other 
subjects? 
© Did they enjoy the lesson? 
Extension: Review what you have learned about the pupils’ views. Share your 


findings with the class teacher if they were not ‘your’ pupils. What are the 
implications for the future? 


The key consideration here is the value of incorporating practical activities and 
first-hand experience into the teaching programme. The value of such experiences 
has been taken to lie in the opportunity it provides for children to interact directly 
with learning apparatus, real materials and events in their lives. As we saw in 
Chapter 7, such an emphasis is again founded on psychology and on a view 
of learning as the product of interaction between teaching and experience. For 
instance, in infant classes an enormous amount of language, mathematics, art 
and scierice development can be derived from children’s play in media such 
as sand, water and clay. Older children benefit from more structured direct 
experiences, such as carrying out fair tests and investigations in science, field 
work in geography and investigation of artefacts in history (see Hunter and 
Scheirer, 1988). All children also benefit from being able to make connections 
between their experiences out of school and those within it, hence the importance 


of home-school partnerships. 
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Use of the children’s immediate environment for providing experiences is 
practical but may need monitoring, for it has been suggested that over- 
dependence on the locality might result in limiting the children to that environ- 
ment and thus in creating a rather parochial curriculum. On the other hand, it can 
be argued that children may be able to relate meaningfully to an environment 
with which they can identify. They can be helped to examine it more closely, to 
value what they have around them, and then be helped to move from the familiar 
to the unfamiliar. 

In any event, the incorporation of activity and direct experience, in propor- 
tions and ways which are appropriate to the age of the pupils, is an essential 
part of any curriculum provision. If this is ever doubted, try asking the pupils. 
One of the most consistent findings in pupil interviews is the liking for ‘doing 
something interesting’, which does not mean activities like the almost universally 
condemned ‘writing’. 

With respect to cross-curricular issues, a little has already been said about 
indicating appropriate subject links between medium-term plans. Wider than 
this, however, the topic takes us directly back to the debate about the value of 
focusing a curriculum on transferable skills and attitudes — a “process oriented’ 
curriculum. In terms of the National Curriculum, this debate has been placed 
in sharp focus by the developing emphasis on ‘key skills’ and ‘thinking skills’, 
with key skills defined as communication, application of number, information 
technology, working with others, improving own learning/performance and 
problem-solving, and thinking skills defined as information-processing skills, 
reasoning skills, enquiry skills and evaluation skills (QCA, 1998b, p. 20-2). 
Although subject-based curricula tend to narrow cross-curricular potential, the 
need to consider how such skills are developed through the curriculu'n as a whole 
presents clear challenges and opportunities for schools (DfES, 2004a). 

Work where subject boundaries are sometimes broken down has exciting 
poténtial, for pupils are very often interested by cross-curricular themes (see for 
example, Siraj-Blatchford and Siraj-Blatchford, 1995; Webb, 1996). Indeed, this 
has been the foundation of ‘topic work’ approaches to curriculum planning to 

tr which reference was made in Chapter 8. With the current statutory influences 
on the structure of the curriculum, however, there are problems as well as possi- 
bilities in such work (Holden and Smith, 1992), including the risk that too great 
an emphasis on cross-curricular themes and links may produce an impractical 

and over-crowded curriculum (Campbell and Neill, 1992). 
Looking rather more deeply, however, and referring back to the arguments in 
fs Chapter 8 that considered deriving the curriculum from its aims and values, it is 
clear that some elements of the National Curriculum are intended both to be the 
focus of specific teaching and also to inform and pervade the subject curriculum. 


Reflective Activity 9.7 asks you to consider this from the perspective of PSHE and 
Citizenship. 


Li} | Reflective activity 9.7 
Aim: To explore the extent t 
pervade the planning of the cu 


- and Citizenship 
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Evidence and reflection: Talk to a school colleague about your mutual under- 
standing of how non-statutory guidance on PSHE and Citizenship should 
influence the school curriculum; if you are a trainee teacher, you might devise 
an interview schedule for a willing experienced teacher so that you can 
explore these ideas. UN 


Extension: Compare the ‘ideal’ that has probably been arrived at through 
discussion with the practicality of what happens in the existing curriculum of 
the school. What are the differences? Why do they exist? Is it possible to move 
nearer to the ‘ideal’? : 


SHORT-TERM PLANNING 


Weekly plans. 


Increasingly, headteachers use weekly plans to gain an insight into the 
‘curriculum in action’ in their schools. Where weekly plans are produced for 
each subject area, they tend to be quite brief, pulling information from the 
relevant medium-term plan and supplementing it With information concerning 
differentiation, grouping strategies, immediate resource implications, etc. 
Such plans are not a substitute for lesson plans — rather, the intention is that 
they should give an overview of the teaching programme in a class for a given 
week. 

Teachers of younger children will find weekly planning particularly useful 
in considering the range and coherence of the experiences being offered, and in 
planning for staff to observe, support and extend children’s play and other forms 
of learning. 

Teaching of literacy and numeracy often receives particular attention in weekly 
plans. For experienced teachers, the combination of medium-term planning and 
these detailed weekly plans often provides enough detail for effective teaching 
and assessment. The trainee teacher, however, should use these levels of planning 
to produce lesson plans for each lesson, thereby developing and demonstrating a 
clear understanding of the core elements of a lesson — as outlined below. 


Lesson planning for differentiation 


Classroom learning sessions are central activities for teachers and learners. When 
devising lesson plans, reflective teachers will consider long- and medium-term 
plans, their classroom organizational strategies (including the use of colleagues), 
and practical considerations (such as the time-tabling of the hall), They will 
have some formative assessment information about their pupils so that specific 
objectives can be refined and differentiated. Against this background, a particular 
learning session can be planned effectively (Bennett 1992, Reading 9.5). 

Of course, such plans provide a teacher with structure and security and it 
should not be forgotten that the resulting confidence can be used to be responsive 
to the children during the session. Good planning underpins flexibility. Core 
elements of a lesson plan are likely to be: 
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Class and subject details. A short heading providing information about the class, 
grouping strategies, the date and duration of the lesson, and the subject/aspect 
being taught. ; 

Learning objectives. The importance of concise, clearly expressed objectives 
clearly linked to pupil tasks has been explored in Section 2.2. Here, it is important 
to note that too many objectives stated for any one lesson are likely to prevent a 
clear focus on the core learning that the teacher hopes will take place. The num- 
ber of objectives should therefore be limited, and they should be shared with the 
pupils as one way of allowing them to be part of the process that is moving their 
learning forward. 

National Curriculum (including, if appropriate, NLS/NNS) links. References 
should be transferred from medium-term planning, showing how the work to be 
undertaken links with the demands of the statutory curriculum. 


Resources and safety. These factors should be defined in sufficient detail to ensure 
that all necessary resources can’ be acquired through operating a checklist system, 
and, more importantly, that the safety implications and associated teaching issues 
of a given activity are clearly defined. 


Procedures. Here, the details of the lesson are concisely expressed. To indicate 
what might be included, it is worth asking the following questions about this 
section of any lesson plan: 


@ Are the pupil activities clearly expressed, giving sufficient detail for colleagues 
to follow? 

@ Is there a clear structure to the lesson? For example, is there a clear introduc- 
tory and concluding section? 

© Are the key teaching points apparent? 

© Are key questions and vocabulary apparent, associated with appropriate points 
in the lesson? 

@ Is the teacher’s role, and the role of supporting adults, clear for each part of the 
lesson? 

© Are there opportunities for teacher modelling and scaffolding of pupil 
behaviours? 


Differentiation. The concept of differentiation requires more extended discus- 
sion, prior to considering how it might be approached within planning, as it 
highlights the nature of the demands which a curriculum or an activity makes of 
the learner (Bearne, 1996, Reading 9.6; Montgomery, 1996, Reading 9.7). 
Awareness of differentiation should help teachers to match tasks and pupils as 
appropriately as possible, in the expectation that greater progress will be 
achieved. ; 


Differentiation can be seen at a general or specific level. At a general level it 
relates to the appropriateness, or otherwise, of an activity for pupils with particu- 
lar needs. Thus, for instance, the needs of young pupils are significantly different 
from those of older pupils and, for those at the Foundation Stage, their whole 
curriculum must be planned with this in mind (Anning, 1995; Hurst, 1992; QCA/ 
DfEE, 2000). Similarly, the needs of pupils with special educational needs are 
very significant (Croll and Moses, 2000, Reading 10.6; Roaf and Bines, 1989, 
Reading 15.5). Those who are deemed ‘gifted’ may also need particular provision 
(Montgomery, 1996, Reading 9.7). Delivering a full National Curriculum 
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in some circumstances is extremely difficult (Jones and Charlton, 1992) and 
through the statementing process (DFES, 2001) it may be necessary to ‘disapply’ 
parts of the curriculum where they are inappropriate. 

At a more specific level, differentiation relates to the appropriateness, or 
otherwise, of particular tasks and activities. In investigating this match between 
pupil and learning task, four stages of analysis are implied: 


© Understanding the perceptions and intentions of the teacher and the pupil 
e Identifying the pupil’s existing knowledge, concepts, skills and attitudes 
© Observing the process by which the task is tackled 


@ Analysing and evaluating the product, or final outcome, of the task, so that 
future plans can be made. 


A mismatch could occur at any (or all) of the stages. To take an example at the 
first stage, a teacher could set a task for a particular purpose, but, if it were not 
explained adequately then the pupil might misunderstand. Any task might be 
done ‘wrongly’, or it may be done ‘blindly’, i.e. without seeing the point of it. 
There could also be a mismatch at the second stage. The task may be too hard for 
a pupil because it requires certain knowledge or skill which they do not have. 
‘A mismatch at the third stage can be illustrated by a task which may be set with 
an instruction to use certain apparatus, or to present the outcome in a certain 
way. However, the apparatus may not be necessary and may actually confuse the 
pupil, or, the style of presentation may assume some skill which the pupil has not 
yet acquired. 

Additional problems could also arise from a mismatch at the fourth stage. For 
instance, teachers often ‘mark’ the end product of children’s learning. However, a 
high percentage of ‘errors’ cannot necessarily be assumed to relate to ‘bad’ work 
or ‘poor’ learning. Indeed, the ‘errors’ can be very important clues as to the 
learning that has taken place. In this respect they can be regarded as ‘miscues’ 
which indicate where misunderstandings may have occurred. (For more on 
evaluative issues, see Section 4 of this chapter and Chapter 14.) 

At a practical level, differentiation strategies can be presented in lesson 
planning in various ways. In fact, Kerry and Kerry (1997), in discussing dif- 
ferentiation in work for high attaining pupils, identify fifteen different methods. 
It is beyond the scope of this chapter to develop such detail. Rather, the focus here 
is on the ‘classic’ distinction between differentiation by task and differentiation 
by outcome. In some lesson plans it will be clear that, for all or for part of the 
lesson, different groups of children will be engaged in different activities. This 
may be because the pupils are grouped according to ability in a subject, or it may 
be that one of the lesson intentions is for pupils to share the results of different 
activities with one another. Here, a differentiation section of a lesson plan would 
make clear not only the groups and activities, but also whether there were any 
differentiated objectives linked to specific groups and tasks. Alternatively, the 
procedures section of the lesson plan might be expanded so that differentiated 
tasks could be incorporated. 

In differentiating by outcome, one possible approach is to define outcomes 
in terms of ‘All will ... Most will ... Some will ...’ For example, for a Year 2 


science lesson: 
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© All will be able to set up the investigation so that a fair test can occur. 


© Most will be able to understand why some of the ramp materials allow the car 
to move faster than others. 


© Some will be able to fully interpret the class graph results, identifying from the 
graph the surfaces that give the most and the least frictional resistance. 


Such differentiated outcomes would naturally refer back to the learning 
objectives of the lesson. 


Experience will show that the neat distinction between differentiation by 
task and outcome is, in reality, often blurred. For example, ‘All will . . . Most will 
--. Some will ...’ is sometimes used to define progressive tasks that can be 
worked through; or as staging posts, that allow the teacher to assess progress 
with respect to a given activity. For the reflective teacher, whatever the method 
of differeritiation decided upon, the vital importance of differentiating lessons is 
that it is the way in which the teacher can respond to the enormous diversity of 
ability in any class. It allows a tailoring of learning experiences to the learner 


as far as is possible given the constraints under which schools and teachers 
operate. 


ICT opportunities. If the inclusion of ICT elements in the lesson is not obvious in 
sections related to procedures or differentiation, a separate part of the lesson plan 
should indicate how ICT is to be used. It is worth re-emphasizing here that ICT 
should only be used in a lesson where it is the best way to promote learn- 
ing. ICT should never be used as a cosmetic ‘add on? (Bonnett, McFarlane and 
Williams, 1999; Kennelwell, Parkinson and Tanner, 2000, Reading 9.8). 
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Assessment criteria/focus. The issue of assessment is considered in detail in 
Chapter 14, and the use of assessment for the purposes of evaluation and future 
planning is examined in Section 4 of this chapter. However, it is important to 
reflect briefly on the importance of stated assessment intentions in lesson 
planning. 


Assessment forms a vital element of every stage of planning. Without assess- 


ment and the consequent re-evaluation of planning that results, it is true to say 
that effective teaching cannot be maintained. At the level of the lesson plan, it is 
important that the teacher notes anticipated outcomes for the lesson, so that in 
interacting with pupils and in marking work clear criteria for success with respect 
to lesson objectives are borne in mind. For example, a lesson objective might be: 


Pupils should be able to understand the operation of subtraction and the 
related vocabulary. 


Within the assessment criteria/focus section of the plan, what the teacher is 
looking for as evidence of progress/success with respect to the objective should 
be briefly defined. Importantly, for a given objective, the anticipated outcomes 
will be influenced by the age of the pupils, by previous assessments of their 
capabilities, and by the precise nature of the activity. Thus, this objective is likely 
to lead to very different anticipated outcomes ina Year 1, Year 2 or Year 3 class. 


Often outcomes are expressed in the form of questions from the teacher to her/ 


himself. For example, anticipated outcomes for the above objective might lead to 
the following questions in a Year 2 lesson plan: 


Do the pupils demonstrate in their work that subtracting zero leaves a number 
unchanged? 


In discussion, do they demonstrate an understanding of the terms ‘take away’ 
and ‘find the difference between’? 


Importantly, this thinking done at the planning stage allows the teacher to 
share with the pupils not only the broad lesson objectives but also the specific 
expectations of activity targets and outcomes. If pupil involvement in assessing 
their own work is desirable, and Chapter 14, Section 1 argues strongly that it is, 
then this is a powerful tool in helping teachers to develop self-assessment as part 
of the pupil learning process (Clarke, 2001; Muschamp, 1994, Reading 14.5). 


Reflective activity 9.8 

Aim: To review existing lesson planning in the light of the above ‘core 
cla NCTE SE CAL ER EE Ae: 
Evidence and reflection: For trainee teachers, we suggest that you select one 
lesson plan that you were responsible for creating (for this activity avoid using 
literacy and numeracy lesson plans that are linked to a school’s existing 
weekly planning for these areas). Review the plan in the light of the ‘core: 
elements’ defined in Section 3.2. Bearing in mind that lesson plans cannot be 
over-long, to what extent does your plan reflect adequate inclusion of these 
elements? What might be done to improve this specific plan, or the next plan 
in the teaching sequence? rains : Pease iar 
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Experienced teachers will agree that planning becomes more streamlined 
with experience. From an OFSTED perspective, however, clearly stated 
objectives, differentiation strategies and assessable outcomes remain key 


features that are looked for in any plan. Review some lesson plans over at 
least three curriculum areas. Are these features clear in your planning? 


Extension: Compare your planning with that of another trainee or with 
another teacher in a different teaching team in your school. What are the 


similarities and differences? How might both sets of planning be improved? 


Supporting adults. Whether it is a Learning Support Assistant (LSA), a Teaching 
Assistant (TA), a volunteer parent or any one of a range of other adults who may 
be supporting work in the classroom, if such vital support is available to the 
teacher then the effectiveness of its use depends on careful planning. It is likely 
that the teacher will share the nature of lesson activities with any supporting 
adult, and make it clear which pupil or pupils should be the focus of their atten- 
tion. However, it is also vital to share the learning intentions for an activity if the 
supporting adult is to play a full part in promoting learning (see Chapter 10, 
Section 2.3 and Reading 10.7 for mn. h fuller accounts of the effective use of adult 
learning support). Some teachers do this verbally, but many have a book to which 
supporting adults can refer that defines the lesson learning intentions, the activity 
and their role. 

In a lesson plan it is important the teacher has briefly reviewed these issues. As 
with all sections of lesson plans, it is sometimes helpful to think ‘how intelligible 
would this be to another teacher?’ 

There are, of course, numerous lesson plans available on the web and as 
published materials. Some are offered by government agencies in each part of the 
UK, and fit national curricular schemes of work. Many publishers link provision 
directly to ‘strategy’ initiatives, such as those for Literacy and Numeracy in 
England, National developments, such as the Primary Strategy and introduction 
of ‘personalized learning’ in England, are likely to see more and more of such 


‘resources. Whilst many approved materials are of high intrinsic quality, there 


are a lot of weaker publications too. Any resource should be carefully evalu- 
ated before use in lessons, with due consideration to its appropriateness to 
your aims and methods, and to the overall suitability for the specific needs and 
circumstances of the pupils. 


EVALUATING TEACHING 


Planning is not static. It is best seen as organic, in the sense that all plans, at 
whatever level, should be open to modification and change dependent upon their 
success in aiding the development of learning in the classroom. Specifically, long- 
term plans must be open enough to allow for interpretation in medium-term 
planning, and medium-term plans must allow for appropriate interpretation in 
short-term planning. 

A reflective teacher is one who clearly understands the intimate links between 
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the processes of planning, teaching and assessment (see Figure 1.5, Chapter 1 and 
Bennett, 1992, Reading 9.5). Thus, in considering the evaluation of lessons, it is 
possible to-highlight many of the features of this cycle. The following questions 
are suggested by Scott-Baumann, Bloomfield and Roughton (1997) as a guide: 


@ What happened? 

What effect did it have? 

Why did it happen? 

How can I make sense of it? 

How could it be different? 

How might I (we) have behaved differently? 


What would I do next time? 


Essentially, some of these questions focus more directly on the learner, whilst 
others focus primarily on the’teacher. The teacher uses a range of evidence in 
assessing learning (see Chapter 14, Section 1), with the intention of ascertaining 
the next learning step for the groups and individuals in the class. Some evidence 
will be derived from discussion, questioning and observation and other evidence 
will result from an examination of pupils’ work. In making formative assessments 
(Torrance and Pryor, 1998), brief lesson evaluations can form the basis of target- 
setting for future work for individuals. Hayes (1999) proposes that individual 
target setting, based upon pupil’s ongoing classroom work, should be based on 
four principles: 


© It must be specific 

© It must be realistic 

© It must take account of time factors 
@ It must be manageable. 


Several ideas will be important from this discussion. First, the overall purpose of 
planning is to help in the process of developing pupil learning. Second, that 
planning must be open to modification and change on the basis of pupil 
responses. Finally, and as a result of these two ideas, we might note that it is 
unlikely that any ‘authoritative’ planning structure can specify content that will 
be equally appropriate for, say, all Year 5 pupils. A key task for the reflective 
teacher, therefore, is to regard planning as an aid to effective teaching that must 
be critically evaluated and flexibly interpreted at all times. 


CONCLUSION 


Curriculum planning is a highly skilled activity underpinned by understanding of 
key principles (HMI, 1985, Reading 9.1). It requires awareness of curriculum 
requirements at national level, of whole-school policies and team decisions and, 
not least, of the needs and interests of children. Subject expertise must then be 
combined with sound practical organization to deliver an interesting and 
appropriately challenging set of learning experiences. In the hands of a skilled 
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and sensitive teacher, structure and purpose will be tempered by flexibility and 
intuition, and enriched by imagination and excitement. 

Having completed our discussion of the principles of curriculum planning, a 
good link from this point would be to-go directly to Chapter 14 on assessment. 
There is a lot of material there to support ongoing, formative classroom 
assessment as part of routine teaching. However, we have opted to trace our way 
there via other key elements of teaching — classroom organization, behaviour, 
communication, language and teaching strategies. 


Key readings 


For an official account of how planning, and all other aspects of the life and management 
of the school may be considered within a school inspection process, see: 


OFSTED (2003) 
OFSTED Inspection Handbook: Nursery and Primary Schools. 
London: The Stationery Office. , 


Providing an overview of the general principles of constructivist learning and teaching, 
Ager demonstrates how the idea of pupils’ participation in their own learning need not be 
incompatible with working within the context of a National Curriculum: 


Ager, R. (2000) 
The Art of Information and Communications Technology for Teachers. 
London: Fulton. 


Drawing on the work of a range of authors, Bearne grapples with the difficult concepts 
and practicalities that inform differentiation practice within schools. Simpson offers an 
analysis of the implications for learning of different forms of differentiation: 


Bearne, E. (ed.) (1996) 

Differentiation and Diversity in the Primary School. 

London: Routledge. ‘ ing} Reading 9.6 
Simpson, M. (1997) wy 

‘Developing differentiation practices: meeting the needs of pupils and teachers’, 

The Curriculum Journal, 8 (1), 85-104. 


Looking broadly across interrelated aspect of the primary teacher’s role, Hayes includes 
useful material on planning and links this firmly to the cycle of planning, teaching and 
assessment: 


Hayes, D. (1999) 
Foundations of Primary Teaching. 
London: Fulton. 


For an excellent set of principled strategies, see: 


Ginnis, P. (2002) 
The Teachers’ Toolkit: Raise Classroom Achievement with Activities for Every Learner. 
Carmarthen: Crown House. 


Ina thought-provoking chapter, Davies and Edwards consider the growing tendency 
for the government in England to exert control over pedagogy in order to deliver 
‘standards’: 
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‘Will the curriculum caterpillar ever learn to fly?’, in Collins, J., Insley, K., and Soler, J. 
(eds) Developing Pedagogy. 

London: Paul Chapman. 

For a comprehensive whole-curriculum framework that makes constructive use of the 
concepts of breadth, balance, coherence, continuity and progression: 

DES (1985a) 

The Curriculum from S to 16. 

HMI, Curriculum Matters Series. 

London: HMSO. ing] Reading 9.1 
The importance of practical tasks in ensuring relevance for pupils is considered by authors 
such as Hunter & Scheirer, and Johnston, Chater & Bell examine how teachers can 
manage the whole curriculum and still educate the whole child. 

Hunter, R. and Scheirer, E.A. (1988) 

The Organic Classroom: Organizing for Learning 7 to 12. 

London: Falmer. 

Johnston, J., Chater, M. and Bell, D. (2002) 

Teaching the Primary Curriculum. 

Buckingham: Open University Press. 

Work where subject boundaries are sometimes broken down has exciting potential, for 
pupils are very often interested by cross-curricular themes — see Siraj-Blatchford and 
Webb. In 2003, a key publication from the DfES suggested the possibility of a loosening of 
the subject-based approach to planning now adopted by most primary schools in England 
and Wales. 

Siraj-Blatchford, J: and Siraj-Blatchford, I. (1995) 

Educating the Whole Child: Cross-curricular Skills, Themes and Dimensions. 
Buckingham: Open University Press. 

Webb, R. (1996) 

Cross-curricular Primary Practice: Taking a Leadership Role. 

London: Falmer. 

DfES (2003) ©. 

Excellence and Enjoyment: A Strategy for Primary Schools. 

Nottingham: DfES Publications. 

For stimulating views on the principles that underpin curriculum planning and design, 
emphasizing radical alternatives to the school reform routes of recent years and stressing 
the engagement of children in learning, see: 

Egan, K. (1988) 

An Alternative Approach to Teaching and the Curriculum: Teaching as Storytelling. 
London: Routledge. 

Eisner, E. (1996) 

Cognition and Curriculum Reconsidered. 

London: Paul Chapman. 

Readings for Reflective Teaching (the companion volume) offers other closely associated 
work on the issues raised in this chapter. This includes work by authors such as: 

HMI, Scottish Executive, Curriculum and Assessment Authority for Wales, Marion 
Dadds, Neville Bennett, Eve Bearne, Diane Montgomery, Steve Kennelwell, John 
Parkinson and Howard Tanner. 

RTweb offers additional professional resources for this chapter. These may include 
Further Reading, illustrative Reflective Activities, useful Web Links and Download 
Facilities for diagrams, figures, checklists, activities. 
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Enhancing professional standards and competences 


In this chapter you will find material which is related to a fairly common set 
of requirements in each part of the UK. For example, in Northern Ireland 
suggestions include the following. Student teachers should: 


Deploy a range of strategies to create and maintain a purposeful, orderly, safe 
and appropriate environment for learning. Manage play and activity-based 
learning when appropriate. Manage space effectively though awareness of a 
variety of classroom layouts. 


Be able to prepare appropriate learning material for pupils and make use of 
available resources. Manage his or her own time and that of the pupils 
effectively. 


Teach in whole-class, group, pair or individual modes as appropriate for par- 

ticular learning experiences. Relate effectively with parents. Make effective use 
of non-teaching staff. 

(Northern Ireland Department of Education, 

The Teacher Education Partnership Handbook, competences 

3.8, 3.9, 3.20, 3.22, 3.27, 3.28, 3.29, 5.7) 


Support staff have important roles here. For example, Higher Level Teaching 
Assistants in England are required to: 


Organise and manage safely the learning activities, physical teaching space and 
resources for which they are given responsibility. 
(TTA, 2003, Professional Standards for HLTAs, standard 3.3.8) 


Inclusion is an important issue (see Chapter 15) and the English requirement 
states that those awarded QTS must demonstrate that they can: 


Take account of the varying interests, experiences and achievements of boys and 
gitls, and pupils from different cultural and ethnic groups, to help pupils make 
good progress. 

(TTA, 2002, Standards for the Award of QTS, standard 3.3.6) 


Whatever the ways in which classroom organization is described at particular 


points in time, it is intrinsic to effective TACHA. oid wull 22 (Pea aeanael 


INTRODUCTION 


Effective classroom management and organization is vital in implementing 
plans for learning. By this, we mean the way in which the classroom and class is 
structured in order to facilitate teaching and learning. For such teaching and 
learning to succeed, classroom organization and management strategies must 
relate to values, aims, requirements and curriculum plans as a whole and also to 
practical circumstances. { 

If an appropriate coherence can be achieved, then the teacher and the children 
should benefit from having a common framework within which to work. The 
strength of such a framework will derive from its internal consistency (the 
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mutual reinforcement of its elements), and its legitimacy (the negotiated agree- 
ment between the teacher and the children). This is strongly connected to the 

peat issue of developing good classroom relationships (see Chapter 6). Because of the 
interdependent nature of classroom elements it is important to remember that 
change made in one aspect is likely to affect others. 

Having a clearly organized and managed classroom should not be taken to 
imply rigidity, for if the rules and routines of the classroom are clear and agreed, 
good organization can increase freedom for the teacher to teach and the learner 
to learn. In particular, it should give the teacher more time to diagnose children’s 
learning difficulties; to design appropriate learning objectives; and to teach rather 
than having to spend time on ‘housekeeping’ aspects of routine classroom life 
(Hastings and Wood, 2001; Pollard et al., 1994). One particularly memorable 
image of this has been offered by Campbell and Neill (1992) with their concept of 
‘evaporated time’ — time lost to organizational trivia. They found that it took up 
about 10-per cent of all classroom time: the equivalent of one afternoon a week! 

This chapter is organized in two parts. The first part considers how to organize 
and manage the classroom environment in terms of space; resources and time. 
The second part focuses on the management of children and adults to support 

i learning. It concludes with a discussion of how records may be organized and 
used (see also Chapter’ 14, Section 4.1). 


4. ORGANIZING THE CLASSROOM ENVIRONMENT 


4.1. Learning environment 


Research by ecological psychologists (Bronfenbrenner, 1979; Gump, 1987; 
Pointon and Kershner, 2000) has suggested the importance of the quality of the 
environment and the fact that it can influence behaviour. Such research reinforces 
the view, which is commonly expressed by practitioners, that the environment in 
a primary-school classroom should be aesthetically pleasing; should stimulate 
children’s interest; should set high standards in the display and presentation of 
n children’s work; and should be created in such a way that it is practical to 
maintain (Clegg and Billington, 1994, Reading 10.2; Cooper et al., 1996). 
Moyles (1995, Reading 10.1) extends these concerns further to include issues 
such as ‘rights, responsibilities and rules’ (see Chapter 6). 
Reflective teachers may also aim to structure the environment so that 
opportunities are taken to reinforce their overall purposes. They should be 


able to develop their classroom environment by considering the questions in 
Checklist 10.1. 


1.2 Use of space 


The way a teaching space is organized has considerable impact on the kind of 
teaching that can happen, the attitude of the learnets and the quality of learning. 
Space in a classroom is always limited; yet what space there is must be utilized in 
such a way that the wide-ranging activities which form essential elements of the 
primary-school curriculum can occur without major disruptions. For example, 
initiatives such as the National Literacy Strategy require rapid shifts between 
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Checklist 10.1 
Aim: To examine the classroom environment. 
ik 


. Possibilities. What are the possibilities for display (in two and in three 


. Purposes. Do the displays stimulate and inform? Do they provide 


> 


. Practicality. Is the classroom environment as practical as it can be to 


Design. What are the main design features of the room and how do they 
affect its aesthetic feel? 


dimensions) on walls, on windows, on flat surfaces, off the ceiling? What 
are the possibilities for plants or animals? Is work displayed in a variety of 
media? Is it mobile or static? 


opportunities for children to interact with them, for example, by posing 
questions; inviting their participation in a quiz or problem-solving 
challenge; offering alternative _viewpoints to consider; encouraging 
the children to touch/smell/taste as well as look and listen? Further, do 
displays only show finished products or do they also reveal processes, 
which might be used for discussion, sharing problems, giving mutual 


support and advice? 


Quality. Is the standard of mounting, writing and display such that it 
shows that the children’s work is valued? Does it provide a model which 
children may apply to their own work? 


maintain? How often is it necessary to change displays? Do the children 
mount their own displays? Can children help with classroom jobs such as 
watering plants and feeding pets? 
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whole-class teaching and group work, with associated implications for seating 
arrangements in the classroom. The introduction of interactive whiteboards and 
personal laptop computers in classrooms also creates different demands on class- 
room space (see for example the introduction to McFarlane, 1997). Organizing 
space requires a considerable amount of thought. A first step is to produce a 
planning tool, such as a classroom plan (see Reflective Activity 10.1), with which 
the existing constraints and the possibilities of the room and furniture can be 
explored. 


Ly | Reflective activity 10.1 


Aim: To produce a classroom plan. 


Evidence and reflection: A simple plan should be made of the fixed points in 
the classroom — walls, windows, doors, sinks, pegs, etc. If squared paper is 
used, it is relatively easy to produce a plan to scale. 

Major existing items of furniture should be represented on card and to the 
same scale as the classroom plan. 

The ‘furniture cards’ can be moved around on the plan to experiment with 
different classroom layouts. 


Extension: Careful analysis is needed of the space requirements of each class- 
room activity and of each activity in relation to the others. So, for example, 
it is important to note if creative artwork or relatively noisy activities will 
interfere with quieter ones. Also, consider the relationship of activity areas 
and the accessibility of the resources for each activity. Finally, it is necessary 
to relate the location of the activities to the likely movement of (1e children, 
so that crowding or bottle-necks can be anticipated. This may need to be done 
on a session-by-session basis, and by first considering the most commonly 
occurring sessions. The children can help in this activity, and thereby become 
more aware of the need for careful use of space. 


1.3. Resources 


A good supply of appropriate resources is essential, given the importance of 

direct experience and practical work to children’s learning. In some ways, this 
aspect of organization is a straightforward matter, but it also requires careful 
thought and attention to detail, For instance, it is all too easy to discover that the 
clay has dried out or the paint is not mixed, when a group of children come to 
use them. Moreover, the rapid development of ICT in classrooms also involves 
teachers making decisions about the location and management of computer 
hardware as well as about access to software (Bonnett, McFarlane and Williams, 

inal 1999; Kennelwell, Parkinson and Tanner, 2000, Reading 9.8). Decisions ‘also 
have to be made about the availability and use of internet access and printing 
resources. There is growing evidence (Selwyn and Bullon, 2000; Loveless & 
Dore, 2002) that organizational and Management features of the classroom 
determine the levels of use of ICT by children. In some situations a minority of 
children dominate what is still seen as a scarce resource in the classroom. 
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Four possible criteria which might be considered when organizing resources 
are: 


® Appropriateness. What resources are needed to support the learning processes 
which are expected to take place? 

© Availability. What resources are available? What is in the classroom, the 
school, the community, businesses, libraries, museums, resource centres? Are 
there cost, time or transport factors to be considered? 

© Storage. How are classroom resources stored? Which should be under teacher 
control? Which should be openly available to the children? Are they clearly 
labelled and safely stored? 

© Maintenance. What maintenance is required? Is there a system for seeing that 
this is done? In the case of ICT where is the expertise and technical support 
located and how can this be accessed? 
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Reflective activity 10.2 
Aim: To plan the resources to support specific learning activities. 


Evidence and reflection: \dentify the aim for each activity, then consider 
the resources which are required, using the four criteria listed in Section 1.3 as 
a starting point: 


Activity: 

Aim: 

Resources required: 
Appropriateness: 
Availability: 


. Storage: 


Maintenance; 


Extension: Analysing the need and use of resources in this fashion could 
lead to their more rational and practical deployment. Can you produce a 
programme for immediate action and another for further development? 
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1.4 Use of time 


The way in which time is used in a classroom is very important. Studies such as 
3 those of Campbell and Neill (1992) show that the notion of the time available for 
teaching needs careful analysis. The average hours of work of the infant school 
| teachers whom Campbell and Neill studied in 1992 were as given in Figure 10.1. 

A great deal of effort thus goes into the creation of ‘teaching time’. However, as 
we have already commented, Campbell and Neill show that almost 10 per cent is 
lost as ‘evaporated time’ in the classroom-management activities which are neces- 
sary to create teaching and learning opportunities. Children have to get books 
out, change, move locations, tidy up, etc. 

Looking at this issue in terms of pupil time, Bennett (1979) has related pupil 
progress not only to the time which is actually made available for ‘curriculum 
activity’ but also to the pupil time spent in ‘active learning’. ‘Active learning’, 
as opposed to just ‘busy work’, is a qualitative category not just a quantitative 
one. ‘Active learning’ is linked to further factors such as motivation, stimulus 
and concentration. There is evidence to suggest that, in order to maintain 
‘active’ learning, appropriate variety in activities is needed (e.g. Kounin, 1970, 
Reading 11.6). However, even quantitatively, findings from the PACE and Oracle 

ng studies (Pollard et al., 1994; Osborn, 2000; Galton et al., 1999, Reading 13.1) 
showed considerable variations between different classrooms in the proportions 
of pupil time with high levels of engagement. Overall, Key Stage 1 children were 
task-engaged for about 60 per cent of classroom time, distracted for about 20 per 
cent of the time and organizing themselves or being organized for the remaining, 
20 per cent. There is also evidence (Selwyn and Bullon, 2000) of teachers using 
computers as ‘pacifiers’ rather than as a stimulating medium for developing 
problem solving skills, especially in early-years’ classrooms. 

Thus we have three aspects to consider in the use of time: 


© the time available for curriculum activity 
© the time spent in active learning 
© the stimulus and variety in activities over time. 


Catego! Hours per week Percentage of total time 
gory | 
Teaching 18.0 34 
+ | | 
Preparation 14.5 28 
i oy 
Administration 13.6 26 
Se ub he 
Professional development 7.2 14 
essional develop! | 
Other activities 3.8 7 
als r 4 
Total 52.4 100 
ba 


(Note: The sum of hours is slightly smaller than the parts because of overlapping of categories) 


Figure 10.1 Hours of work per week by Key Stage 1 teachers 
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The first of these, time available for curriculum activity, is the remaining time 
in each teaching/learning session, once it has properly started, excluding inter- 
ruptions and up to ‘tidying up’ time. This is relatively easy to audit, and there 
may be national requirements to be considered. Maximizing time available for 
curriculum activity was, of course, one of the stated intentions of the National 
Numeracy Strategy and National Literacy Strategy. All that is necessary to estab- 
lish the time available for curriculum activity is to use a notebook and a watch to 
record the actual time available for curriculum activity throughout a school day. 


Lf | Reflective activity 10.3 


Aim: To evaluate procedures for routine activities of the school day with a 
view to maximizing time for teaching and learning. 


Evidence and reflection: Use this list as a starting point for considering the 
routines that affect your lessons. Amend the list to match your situation. 
Consider possible improvements. Identify any aspects of organization you 
can deal with in advance of the lesson. Can you improve your own routines? 
Are you planning far enough ahead or practising crisis management? Can you 
actively involve pupils, giving them routine responsibility for specific aspects 
of lesson organization? 


Possible 
improvement 


Evaluation of 
procedure 


Purpose of procedure Procedure 
Entering in the morning 
Completing the register 


Collecting dinner money 


Managing playtime 
Managing dinner-time 
Ensuring health and safety 


Moving to and from 
assembly 


Changing for PE 
Going to the toilet 
Tidying up 


Exiting at the end of the 
day 


Extension: Teachers and Teaching Assistants build up a wonderful repertoire 
of strategies for these organizational matters. A good extension would be to 
share and exchange ideas with a ‘critical friend’ or with your mentor. 
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The time available for curriculum activity is clearly related to a number of 
organizational strategies. The most obvious of these concerns are the routine 
procedures which are developed, for example, those which help to avoid queues 
and bottle-necks. These help to manage the pressure which might otherwise be 
placed on the teacher by the children and they contribute to producing a positive, 
structured classroom environment. Reflective Activity 10.3 may be helpful in 
enabling you to improve your classroom procedures and thus increase the time 
available for curriculum activities. 

The second of the issues identified here is the time spent on active learning, 
which is affected by a wide range of factors. Thus, whilst the time spent on active 
learning can be assessed at any point, it may also be seen as providing summative 
information: a product of the overall organization, relationships and teaching 
which are provided for the children. 


The third aspect of time is an organizational issue, the stimulus and variety of 

ag) tasks over time, is one to which Kounin (1970, Reading 11.6) drew attention 
when ‘arguing that teachers should avoid ‘satiation’ (i.e. letting the children 
[INKS> set bored by monotonous activities) (see Section 2.5 of Chapter 7 for further 
discussion). It.is very easy to fall into this trap through an over-reliance on 
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published materials, such as work schemes, or through the setting of repetitive 
individualized activities even in terms of drill and practice software on com- 
puters. Resources in the form of schemes are convenient. They appear to offer a 
secure basis for implementing the curriculum in which progression has been 
systematically considered and they are often strongly marketed by publishers. 
However, over-reliance on schemes can have a narrowing effect on the 
curriculum and lead to satiation and boredom. Considerable amounts of child 
activity will inevitably be directed through print, there is a tendency to require 
written recording and a remorseless, hierarchical structure is often in-built. 
All these aspects impose a relatively de-personalized and technical control on 
children. Indeed, it has been argued that the preponderance of such routine 
activities in some schools may have consequences in terms of the reproduction 
of a docile workforce, rather than develop children whose creativity and critical 
thinking have been stirred (Bowles and Gintis, 1976; Apple, 1982; see Reflective 
Activity 10.5). 


Reflective activity 10.5 


Aim: To evaluate the stimulus and variety of learning objectives, tasks and 
activities. 


Evidence and reflection: This evaluation could be carried out by an observer 

who focuses on a particular child for a day. All activities should be recorded 

in terms of their motivational appeal, explicit purpose and in terms of what 

the child was required to do (write, draw, listen, watch, move, sing, etc.). 
Alternatively, tasks could be monitored, by the teacher, for a longer period. 
Some questions which might be asked could include: 


a) Is there a planned highlight for each day? 
b) Are there long sequences of seatwork and/or writing? 
c) Is there a reasonable degree of variety between active and passive tasks? 


d) Is there a reasonable degree of variety between children working alone, 
in small groups, as a whole class? 


Extension: Consider the findings from this exercise, and, preferably with 
a colleague, try to deduce the reasons for any patterns you identify. How 
do you evaluate the results? If you judge it appropriate, what could you 
do to increase the stimulus and variety of learning objectives, tasks and 
activities? 


MANAGING THE CHILDREN AND ADULTS 


The people in a classroom need to be organized and managed in ways which are 
most appropriate for supporting the learning activities which have been planned. 
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Obviously this involves children but, in many classes, it also involves adults such 
as classroom assistants and other support staff. There is also an increasing degree 
of involvement by parents in classrooms. However we will begin by focusing on 
the children. 


Children 


Perhaps the most important decision we make is how we choose to organize 
children for teaching purposes. Our choices must be made with regard to both 
pedagogical and practical considerations and always with the over-riding prin- 
ciple of ‘fitness for purpose’ (Alexander, Rose and Woodhead, 1992). Pedagogical 
considerations include the general aims of the teacher as well as any particular 
learning objectives for the task and children. Practical factors include the number 
of children, the size of the room and the availability of resources — factors which 
will be discussed in more detail below. Many believe that class size is a vital factor 
in effective learning. Headteachers, governors, teachers and parents appear to 
be consistent in terms of wanting smaller classes (Bennett, 1994) and there 
have been many research studies which support their point of view (Glass, 1982; 
Hall and Nuttall, 2000; Pate-Bain et al., 1992, Reading 10.3; Jamison, Johnson 
and Dickson, 1998). However, further research is needed because findings are 
not entirely consistent, perhaps because of the measurement of slightly different 
factors. International examples are extremely instructive (Alexander, 2000). A 
key general issue seems to be the extent to which teaching methods are adapted 
to suit a particular class size, rather than simply extended from one situation to 
another. 

In planning a lesson we make decisions about how we think our children will 
best learn what we want to teach. Here we set out the three basic organizational 
choices available to us — class work, individual work and group work — identify- 
ing the main characteristics of each and discuss the idea of ‘match’ between 
organization, activity and learning. For further discussion of issues related to 
organizing group work for learning see Chapter 13, Section 2. 


Class work 

This is the long-established form of organization for starting and ending a lesson, 
for giving out administrative instructions and introducing learning objectives, 
tasks and activities. It is also used for teaching specific concepts and knowledge, 
for demonstrating and for extending and reviewing work. As a consequence of 
the National Literacy Strategy and National Numeracy Strategy initiatives, the 
three-part lesson which begins and ends with whole-class discussions has become 
widespread throughout primary education. 

Whole-class activity is generally assumed to be teacher centred but there is a 
continuum of teacher dominance even when the whole class is involved in the 
same activity. At one end of the scale is the situation where the teacher talks and 
the children listen, take notes or copy from the board. At the other, however, the 
teacher may plan to give control of the activity to the children who may ‘teach’ 
by, for example, reporting what they have learned, demonstrating the result of 
an activity, offering solutions for problem-solving, discussing alternative or 
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conflicting ideas, and.asking questions. These activities can create a sense of class 
identity and shared endeavour. 

What all whole-class activities have in common is that for the most part the 
teacher remains the focus of control, probably with the support of whiteboard, 
overhead projector, interactive whiteboard, ‘Big Book’ or other stimulus 
materials. These sessions can be highly interactive with a great deal of pupil 
participation (see, for example, Muijs and Reynolds, 2001, Reading 13.4; Perrot, 
1982, Reading 13.5). 

Using whole-class organizational procedures may give the teacher a chance to 
instruct the class more directly and economically. For instance, he or she may be 
able to stimulate children’s thinking by sharing lesson objectives, exploring ideas, 
asking more ‘probing’ questions, modeling quality answers, and supporting 
review, assessment and reflection on their learning. Hopkins et al. (2000) weigh 
the benefits of whole class teaching and co-operative group work, considering 
just such ideas. 

However, class work can challenge both the teacher and the listener. It is very 
difficult to match the instruction appropriately to each pupil’s different needs. 
There is a tendency for teaching to be pitched at the ‘middle’, failing both to 
extend those capable of more and to meet the needs of low attainers. Whilst 
some believe that one of the strengths of whole-class teaching during the National 
Literacy Strategy and National Numeracy Strategy is that it ‘pulls along’ the 
less able, others recognize that engagement can be uneven, with some children 
‘opting out’ even though they retain an apparent ‘listening posture’ (Cordon, 
1999, 2000). Some children may be reluctant to face the risks involved in con- 
tributing to the whole class (Collins, 1996). The ability of listeners to remain 
focused on one speaker is limited and affected both by the listeners’ motivation 
and the speaker’s skill. There is evidence of teachers addressing questions only to 
children in a V-shaped wedge in the centre of the room, or to particular groups 
or individuals (Wragg, 1984, 2000). We explore some of these issues in more 
depth in Chapter 11. 


Individual work 

Children spend a great deal of time working individually. They may be learning 
via tasks which require them to work alone, perhaps from text-books, work- 
sheets, computers or other resources. They may be demonstrating the results 
of their learning in individual outcomes. Individual work is thought to be 
particularly useful for developing children’s ability to work independently and 
autonomously, 

Working individually. may be the dominant mode in many lessons. Alter- 
natively you may plan for children to work individually on specific tasks in or out 
of the classroom, including for homework. The amount of time spent working 
individually in any lesson may be a few minutes or an extended period. 

This approach has its limitations. For example, a teacher who relies heavily on 
setting individual work in lessons may find that similar teaching points have 
to be explained on many separate occasions to different children. It is there- 
fore particularly important to establish that children understand the aims and 
requirements of the set activity, before individual work begins. Individual work 
also often results in a lot of movement in the classroom, with either the teacher 
moving around the classroom seeing each pupil in turn, or children moving from 
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their seats and queuing at the teacher’s desk. This emphasis on working with each 
individual separately inevitably means that only a limited amount of time can be 
spent with any one pupil. In addition, it has been shown that most of this time is 
spent monitoring children’s work, rather than in developing their understanding 
(Galton et al., 1999; Galton, Simon and Crolly, 1980). 


Group work 

This is often recommended for developing social and language skills and as a 
means by which children can support, challenge and extend their learning 
together, for example, in searching CD-ROM encyclopaedias for information or 
through problem-solving or work on a creative task. Group work can provide 
teachers with opportunities to observe children’s learning more closely and, 
through questioning or providing information, to support them as they move 
forward to new knowledge, skills or understanding. This approach draws 
particularly on social constructivist psychology (see Chapter 7 for a discussion of 
the theoretical understanding behind this approach). 

‘Groups’ are likely to exist in some form in every classroom. However, 
their form and function may vary considerably (McNamara, 1994, Reading 10.4; 
Reason, 1993, Reading 10.5). Four main types of groups can be identified 
according to the purpose they are intended to serve: : 


© Task groups. The teacher decides on a group of children to work together on a 
particular task or learning objective. Indeed the teacher may have a group of 
children in mind when setting or allocating an activity, though the group may 
not normally sit or work together. 


© Teaching groups. Groups can also be used for ‘group teaching’ purposes, 
where the teacher instructs children who are at the same stage, doing the 
same task, at the same time. This may be followed by the children working 
individually. Such a system can be an economical use of teacher instruction 
time and, possibly, of resources. The teaching may be directive or be based on 
a problem-solving activity where a task is designed to challenge children’s 
learning in a particular way. 


© Seating groups. This is a very common form of grouping, where a number of 
children sit together around a table, usually in a four or six. Such an arrange- 
ment is flexible. It allows children to work individually, to socialize when 
appropriate, and can be used as the basis for other forms of group work. 


Collaborative groups. This is a more-developed form of group work, where 
there is a shared group aim, work is done together and the outcome is a 
combined product - perhaps in the form of a model, story or problem solved. 
As a varient, the collaboration may lead to a number of different and dif- 
ferentiated outcomes from individuals or pairs. Although less teacher-centred 
than teaching groups, teachers may observe children and, as a result, plan to 
intervene to support learning. A variant of this is ‘reciprocal teaching’ where 
children work in pairs, one taking the role of ‘teacher partner’, offering 
evaluation, and feedback. It is particularly evident in subjects like PE, drama 
and languages which involve ‘performance’. The teacher supports by inter- 
vening to develop the quality of the evaluation and feedback. For those 
interested in developing their understanding of cooperative learning in such 
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groups, Gillies & Ashman (2003) provide a digest of international research in 
this area. 


Although groups are very commonly found for task allocation, seating purposes 
and teaching purposes, relatively little collaborative group work has been found 
by observers (Galton et al., 1999; Pollard et al., 1994; Bennett and Dunne, 1992, 
see also Reading 13.7; Galton and Williamson, 1992). Teachers have identified 
a number of problems which they associate with group work and, therefore, 
consider to be disadvantages (Tann, 1981). First, many teachers appear con- 
cerned about motivating the children and helping them to recognize that being in 
a group is for the purposes of work rather than a chance to chat and just ‘have 
fun’. Second, the monitoring of group work can pose problems, especially if the 
group is intended to work collaboratively on their own without a teacher. Third, 
the management of groups, in terms of such issues as who should be in the group, 
how many children and where they should work, may pose difficult dilemmas 
which have to be resolved. See Chapter 11 for further discussion of issues related 
to group work. 

Group work most frequently fails where children do not have the necessary 
skills to work together effectively. Identifying criteria by which groups may 
be formed may help to clarify some of the key issues. Possible criteria may 
include: 
© Age groups. These are occasionally used as a convenient way of grouping for 

some activities. They are much less useful as a basis for specific teaching points 

because of the inevitable spread of attainment interests and needs. 


Attainment groups. Groups based on attainment levels are useful for setting up 
specific and well-matched tasks. They are divisive if used as a permanent way 
of grouping. 


Interest groups. It is important to enable children with shared interests to work 
together from time to time. There may be particular advantages for the social 
cohesion of the class when children are of different attainment, sex, race, social 
class. 

© Friendship groups. These are popular with children and provide opportunities 
for social development. Awareness of the needs of any isolate and marginal 
children is necessary, as is some attention to the possibility that friendship 
groups can set up divisive status hierarchies among the children, or reinforce 
stereotypes about gender, race or abilities. 


As with decisions concerning the balance between different general strategies for 
organizing the children, if group work is to be used, professional judgement is 
necessary to achieve an appropriate balance in the use of particular types of 
groups. Each has a different purpose and specific potential and, therefore, each 
has its own justifiable place in the primary classroom (Reflective Activity 10.6; 
see also McNamara 1994, Reading 10.4). 
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onto consider how we as teachers can liaise and work with other adults in the 
classroom including other professionals, e.g. classroom assistants and support 
staff as well as volunteers such as parents and carers.” st Ke 
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Parentsandcarers bl 


Involvement by parents ‘and carers is particularly significant in work with young 
children and has a justifiably high profile in early-years work. As we saw in 
Chapter 7, children experience and make sense of the world as a whole, and. 
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parents and other carers offer crucial support in this. Parents also provide an 
important source of emotional support (Reay, 2000, Reading 4.5). However, it is 
still the case that less than half of British primary schools involve parents in 
the classroom. Some would argue that the ‘Parent’s Charter’, introduced by a 
Conservative government in 1992, implied a more distant relationship with the 
parent as a ‘consumer’ of educational services. 

Despite some well-documented educational benefits of the involvement of 
parents in classrooms (e.g: Desforges with Abouchaar, 2003; Wolfendale and 
Bastiani, 2000), there is also considerable scope for the wastage of their time and 
their talents, or for misunderstandings and anxieties to emerge. Perhaps three 
basic things need to be done. The first is to find time for adequate discussion with 
parents to find out what they have to offer and to help them relax in the school 
environment. The second is to think carefully about how parents can be most 
educationally productive when they are in the classroom. The third is to negotiate 
clear ground rules on issues such as classroom roles, confidentiality and access to 
the staff-room. 

A wide range of patterns of parental involvement thus exist (Hughes et al., 
1994), but we will identify three: 


© Parents as consumers: receiving the services of the school but maintaining a 
discrete separation of parent and teacher responsibilities (e.g. where involve- 
ment is through formal parents’ evenings, and other ‘managed’ school events). 


© Parents as resources: providing a range of help, for example, parental activity 
in support of the school, as in PTA fund-raising schemes, outside school time; 
parents working in school on non-educational activities, as:in helping to 
duplicate, or mend books; parents involved with educational activities, as in 
helping children in the library, hearing reading; parents teaching with small 
groups (often withdrawn), as in cooking and sewing; parents teaching in the 
classroom, as in the art area, or with general learning activities. 


© Parents as partners: recognized as a partner in each child’s all-round develop- 
ment, e.g. discussing the curriculum and each child’s response; supporting 
curriculum (e.g. reading), learning at home; supporting skill development 
(e.g. writing and other skills) at home; contributing as parent governors; 
an open access to the classroom and regular informal contacts with 
teachers. 


It seems, however, that both parents and teachers, and perhaps the children, 
have mixed feelings on the question of parental involvement in classrooms 
(Cullingford, 1985; Vincent, 1996). All the children in one study, for example, 
expressed strong views about the privacy of their home-life in relation to schools 
and teachers (Edwards and Alldred, 2000). On the other hand, some parents may 
feel anxious and uneasy about working in a school. This may be because of their 
own ‘bad’ experiences of school, or because they do not feel they have anything to 
offer the ‘expert’ teacher. Parents may be unsure about how to relate to children 
in the school situation, particularly if their own child is in the class to which they 
are attached. Because of this, parents are unlikely to take initiatives in the class- 
room unless these are suggested and endorsed by the teacher. Further, parents are 
often only available for short and specific periods of the day. They are volunteers 
and have many other responsibilities and do not always find it easy to fit into 
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school routines especially if they want to be free to spend quality time with their 
children at the end of the school day. Other parents feel unwilling to participate 
in classroom activities for quite different reasons. Some would maintain that it 
is the teacher’s job to do the teaching and that they should therefore be allowed 
to get on with it. Others may feel that if they tried to help the child, at home or at 
school, they may do things in different ways to the teacher’s approach which 
might only confuse the child. 

Although we have talked of ‘parents’ and ‘carers’, in practice, the vast majority 
of those involved in school-life are women who are concentrating their efforts on 
bringing up a family. Indeed, we are, in general, referring to those who are not 
committed during normal ‘9 to 5’ working hours, for despite the interest of many, 
very few parents or carers with full-time jobs have the opportunity to participate 
in classroom life. ‘ 

There are also mixed feelings amongst teachers about parental involvement. 
Some welcome the opportunity to create a stronger partnership between home 
and school so that both can work together in the interests of the children. Others, 
however, feel vulnerable in case something goes wrong which could undermine 
their status in the eyes of the parents. Teachers are also aware that parental help 
can become a socially divisive factor, giving still greater advantages to the already 
advantaged middle-class children whose parents are most likely to participate in 
such schemes. 


Support staff 


The past decade has seen an enormous increase in the number of support staff in 
schools. By 2000, there were over 150,000 in England alone, with primary 
schools averaging five each. Nevetheless, it is easy to slip into the mistaken belief 
that the ‘classroom assistants’ are a homogeneous group. Indeed, in a recent 
paper Hancock (2001) reports that a stratified sample of assistants in three LEAs 
preferred the following titles: classroom assistant (63 per cent); special support 
(SEN) assistants (23 per cent); nursery nurse (12 per cent); specialist teacher 
assistant (STA) (2 per cent). In addition to differences in preferred title, Hancock 
also found that the role of support staff also varied enormously depending on a 
teacher's acceptance of co-working, and an assistant’s skill and confidence. Some 
are purely ‘assisting’ as and when directed. Many are working autonomously and 
intuitively with some very pressing children’s needs - very much in teacher-like 
ways. Some assistants are becoming involved in staff meetings and staff training, 
particularly since the introduction of the National Literacy Strategy and National 
Numeracy Strategy. 

Many support staff are involved in ‘teaching-related’ activities. For instance, 
76 per cent of teachers said assistants were involved in recording children’s 
progress, 84 per cent of teachers said assistants contributed to the assessment 
of children’s work. They are now heavily involved in the National Numeracy 
Strategy and National Literacy Strategy. Indeed, Hancock argues that many 
teachers have wisely decided to lean on assistants in order to cope with multiple 
government initiatives. Some head teachers in the study have said that their 
teachers could not now manage without their assistants. As support staff are a 
variously distributed: resource an assistant’s day and week can be quite frag- 
mented — perhaps moving alternately between two classes during one Literacy 
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Hour or working with up to six classes a week. Some head teachers are using 
assistants as a rapidly deployed resource — to back-up supply teachers in a 
demanding class, for short-term cover when a teacher needs to be out of class for 
a while or out of school for an afternoon or even a day. Hancock (2001) has 
also found evidence that all assistants, whatever their title, are very involved in 
working with children with learning and behaviour difficulties — often at the 
sharp end, and with some assistants feeling out of their depth giyen the nature of 
the responsibility. 

In England from 2004, there is a new initiative to accredit Higher Level 
Teaching Assistants (HLTAs) through TTA-approved training programmes andan 
‘assessment only’ route. HLTAs will be expected to undertake extensive duties, 
including some whole-class teaching, in a redefined classroom and school role. 

In all circumstances, close liaison and mutual support between teaching and 
support staff would be one measure of a reflective teacher’s classroom. In studies 
of ‘room management’, for example, it is suggested that the quality of classroom 
teaching is very greatly enhanced if all the adults in a classroom plan together 
so that they understand and carry out specific activities in a co-ordinated and 
coherent fashion (Thomas, 1992, Reading 10.7). Adult partnership in the class- 
room means making careful organizational provision to use the time and talents 
of parents and support staff to the full. Reflective Activity 10.7 identifies some of 
the issues reflective teachers are likely to consider when preparing to work with 
parents and support staff in the classroom. 


— 
Reflective activity 10.7 


Aim: To prepare for having parents or support staff working in the 
classroom. 


Evidence and reflection: A pro forma, such as the one below, could be used to 
prepare for a session with parental or ancillary involvement, to monitor it and 
to get the parents’ feedback. 


Initial discussion with parent/support staff 


Parent/support staff's feeling about involvement ........ eee oes saigesasesee*s 
Parent/support staff’s contribution on offer ........ ye RN PERE riiiivacsccsusveseses 
Parent/support staff availability ........sssssssese LL ALE ALLELE 
Any anticipated problems ............ Rear era ee ee cree Seiatate PAT iissisiees 


Planning activities and objectives for sessions 
The ae RMR i Rae Dees pew. d 


Di ssi aadshee spe eemeE ted Buectlapilencist SSSbsAbPaeudpevegelostestucsonpsecsedesdensnantcononseseenressee*? 
BY asicseemncssxsenee ye SS ae Rephabeatiee se tcrerc eel oerciN tes Reet iinvercnscesnesessé 
A): ssucvasossbosavcasoustavas Faseaaicapa cute uectetananvepmneesiaes aerenenanesenes Beicaa cu nace Depsouays 3° 


Agreed contribution for parent/support staff 
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(LinKS> 


f The session in action 


NOt .s..ccseccesveescensssvsosstsnssssoncessenacssonccnccsennssnenscacensseoecsusenucraceacensenaeaconauesnesnes 
Follow-up discussions 


Notes. c::sisdtasteenecusensccrgacpera tracings niuresors 


Extension: It is unlikely that this activity would be carried out for every 
session involving parents or support-staff assistants but it is very valuable 
when starting off a new partnership for classroom work. It is also useful on an 
occasional basis to heighten awareness and to check that benefits are being 


maximized. | 


Records 


There are two basic types of record which teachers have to keep: those relating 
to class and school organization and those relating to the assessment of pupil 
progress. We deal with organizational records here and with assessment records 
in Chapter 14, Section 4. 

By organizational records we simply mean those records that are necessary to 
ensure the smooth running of the school and classroom. These range from the 
attendance and dinner registers, which are extremely important to the adminis- 
tration of the school, to such things as records of group membership for various 
activities, timetables for use of shared school facilities such as the hall, and 
records of resource maintenance or loan periods. 

Records of classroom organization are also essential for the smooth day-to-day 
running of the class. Whatever system of record keeping is chosen it is impor- 
tant that it is quick and easy for teachers and children to use. Teacher care and 
ingenuity has been enormous over many years, in attempts to develop smoothly 
operating and manageable ways of resolving the fundamental dilemma: how do 
you motivate and develop individual children whilst managing a class of many 
children? How, then, are learning objectives made clear, and how are tasks and 
activities delivered to, or chosen by, children? 

Where specific literacy or numeracy strategies are followed, some aspects of 
classroom organization may be relatively constrained. However, for more flexible 
areas of curricular work, many other approaches are possible. For instance, a 
teacher may devise a number of tasks which the children may do on a rotation 
basis. The tasks may be displayed as a constant reminder in either pictorial codes 
or writing. Older children may extend this and negotiate with the teacher on a 
range of tasks that need to be completed over the period of a whole week, and 
which can be chosen in an order which is most satisfactory and meaningful to 
them. Even very young children can be encouraged to take some responsibility in 
deciding the tasks and in planning when and how they should be completed. This 
has been demonstrated by the High Scope nursery project (Hohmann, Banet 
and Weikart, 1979), where children are asked to ‘plan’, ‘do’ and then ‘review’ 
their activities. 

Organizational procedures for homework are equally important. There may 
be a school-wide system involving, for example, a homework diary kept by 
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children and seen by parents. It is vital, as part of establishing your expectations 
of children, to keep track of homework. Has it been done? Has it been given in on 
time? 


CONCLUSION 


In this chapter we have discussed some of the key aspects of organizational plan? 
ning and the need for consistency between them. We have also emphasized the 
importance of coherence between classroom organization and educational aims. 
This can only be achieved through the exercise of professional judgement by 
reflective teachers who have the knowledge, skill and confidence to draw on a 
range of forms of classroom organization and thus maximize ‘fitness for purpose’. 

It is now time to turn to the issue of managing the implementation of those 
plans in action 


Key readings 


As all practising educationalists know, circumstances vary in different classrooms 
and professional judgement has to be applied to select appropriate forms of classroom 
organization for the purposes which the teacher has in mind. 


For insights into the complexities, challenges and opportunities presented, see: 


Hayes, D. (1999) 

Planning, Teaching and Class Management in Primary Schools: Meeting the Standards. 
London: Fulton. 

Hopkins, D., Harris, A., Singleton, C. & Watts, R. (2000) 

Creating the Conditions for Teaching and Learning. 

London: David Fulton. 


Good classroom organization should give the teacher more time to diagnose children’s 
learning difficulties; to design appropriate learning objectives; and to teach rather than 
having to spend time on ‘housekeeping’ aspects of routine classroom life — see Hastings & 
Wood. One particularly memorable image of this has been offered by Campbell & Neill 
with their concept of ‘evaporated time’. 


Hastings, N. and Wood, C.K. (2001) 
Re-organising Primary Classroom Learning. 
Buckingham: Open University Press. 


Campbell, J. and Neill, S.R. StJ. (1992) 
Teacher Time and Curriculum Manageability at Key Stage 1. 
London: AMMA. 


For principled and practical guidance on classroom organization, see: 


McNamara, D. (1994) 
Classroom Pedagogy and Primary Practice. 
London: Routledge. mn Reading 10.4 


Dean, J. (1991) 
Organizing Learning in the Primary School Classroom 
London: Routledge. 
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Key Readings 


For a review of early research, and a classic overview of pedagogy in primary education, 
see: 


Galton, M. (1989) 
Teaching in the Primary School. 
London: David Fulton. ing) Reading 13.1 


For a balanced approach to classroom organization, particularly with younger children, 
see: 


Moyles, J. (1992) 

Organising for Learning in the Primary Classroom: A Balanced Approach to Classroom 
Organisation. 

Buckingham: Open University Press. mM Reading 10.1 


Drawing on the experience of student-teachers, mentors and children, the following is an 
excellent introduction to the principles and practice of classroom display: 


Cooper, H., Simco, N., Hegarty, P. and Hegarty, P. (1996) 
Display in the Classroom: Principles, Practice and Theory. 
London: Fulton. 


For practical suggestions as to how ICT may be incorporated into teaching across the 
curriculum, see: 


Loveless, A. and Dove, B. (eds) (2002) 

ICT in the Primary School. 

Maidenhead: Open University Press. 

McFarlane, A. (ed.) (1997) 

Information Technology and Authentic Learning: Realising the Potential of Computers in 
the Primary Classroom. 


London: Routledge. m See also Reading 9.8 


For a practical introduction to organizing, running and evaluating effective group work, 
see: 


Galton, M. and Williamson, J. (1992) 


Groupwork in the Primary Classroom. 
London: Routledge. Mm Readings 10.5, 13.7 and 13.8 


Good books on group work, though Ireson and Hallam raise some tricky issues: 

Gillies, R. & Ashman, A. (eds) (2003) 

Cooperative Learning: The Social and Intellectual Outcomes of Learning in Groups. 
London: RoutledgeFalmer. 

Iréson, J. & Hallam, S. (2001) 

Ability Grouping in Education. 

London: Sage. 

The following is an excellent case study of development of parental involvement in one 
school over seven years: 

Edwards, V. and Redfern, A. (1988) 

Parental Participation in Primary Education. 

London: Routledge. 

For an overview of research, legislation and practice with regard to the support, 
management and staff development needs of classroom assistants and others in school, 
see: 
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Balshaw, M. H. (1999) 
Help in the Classroom. 
London: Fulton. (Yisee also Reading 10.7 


For a practical handbook containing information for support assistants and teachers, see: 


Fox, G, (1998) 
A Handbook for Learning Support Assistants: Teachers and Assistants Working Together. 
London: Fulton. 


Ideas for record-keeping appear in many different ‘subject’ based books and are influenced 
by the assessment requirements of the national curriculum. However, for a wide range of 
suggested ways for ‘keeping track’ see: 


Johnson, G., Hill, B. and Turnstall, P. (1992) 
Primary Records of Achievement. 
London: Hodder and Stoughton. 


Most specialist educational publishers also have useful series of books based on class- 
room organization in primary schools. For instance, in the UK see the catalogues of 
Continuum, RoutledgeFalmer, David Fulton, Simon and Schuster, Open University Press, 
Paul Chapman Press, etc. 


Readings for Reflective Teaching (the companion volume) offers other closely associated 
work on the issues raised in this chapter. This includes work by authors such as: 


Janet Moyles, David Clegg, Shirley Billington, Helen Pate-Bain, Charles Achilles, Jayne 
Boyd-Zaharias, Bernard McKenna, David McNamara, Rea Reason, Paul Croll, Di Moses 
and Gary Thomas. 


RTweb offers additional professional resources for this chapter. These may include 
Further Reading, illustrative Reflective Activities, useful Web Links ard Download 
Facilities for diagrams, figures, checklists, activities. 
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Enhancing professional standards and competences 


Scottish requirements emphasize a positive approach to behaviour manage- 
ment. Student teachers must: 


Demonstrate the ability to use a variety of technjques to encourage pupils, 
promote positive behaviour and actively celebrate success. 
(QAA, 2000, Standard for ITE in Scotland, Benchmark 2.2) 


In England, the approach is a little more direct. Trainees are asked to: 


Establish a clear framework for classroom discipline to set high expectations for 
pupils’ behaviour and anticipate and manage pupils’ behaviour constructively, 
and promote self-control and independence. 

(TTA, 2002, Standards for the Award of OTS, standard 3.3.9) 


These are issues which underpin effective teaching. Of course, similar 
requirements exist for Wales and Northern Ireland. As is evident below, 
we take the view that a great many behaviour problems can be avoided 
through what is basically ‘good teaching’ - by maintaining interest, pace and 
inclusion, and fairness in handling difficult situations. 


INTRODUCTION 


Having considered issues related to learning theory, curriculum and classroom 
organization it is now time to turn our attention to how we manage the class to 
minimize disruption and maximize learning (DfES, 2003a). Behaviour manage- 
ment is of perennial concern to all teachers because of the numbers of children in 
a typical classroom (Jamison, Johnson and Dickson, 1998, Pate-Bain et al., 1992, 
Reading 10.3). As Jackson (1968, Reading 6.2) indicated, this means that, in a 
sense, the teacher is always dealing with a ‘crowd’. Control of that crowd must, 
therefore, be a priority. It is a well-documented finding that, for many student- 
teachers in particular, this concern initially displaces almost all other aims as they 
take on the challenge of coping with the class. Nevertheless, it is a legitimate 
concern and is an issue about which it is important to develop both skills and 
judgement. 

However, the focus of attention should arguably be directed at the prevention 
of managerial problems, so that crises are avoided, and at the maintenance of 
a positive climate for learning. This is by no means easy, since classrooms are 
such complex places, where events can unfold very quickly. Doyle’s analysis of 
the ‘multidimensionality, simultaneity and unpredictability’ of this is excellent 
(1977, Reading 11.1). 

Given the multidimensionality of the classroom it is all too easy for class+ 
room management objectives to take precedence over learning requirements. 
Moreover, even where teachers have control of the classroom, pupils may 
remain unclear about the aims of learning tasks set for them. As Galton (1989, 
Reading 11.2), suggests, the consequence is a sense of ambiguity and risk, which 
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then undermines the quality of children’s engagement with learning. Holt (1982, 
Reading 11.3) makes this idea more controversial by suggesting that pupils ‘learn 
to be stupid’ in schools. They do this when teachers’ requirements for conformity 
with managerial rules, structure and order over-ride the pupils’ need for under- 
standing and engagement in high-quality learning tasks. The vital message of 
such work is that classroom management is an absolutely necessary means to an 
end — but it is not the end itself. 

Before starting work in a new school reflective teachers will ensure that they 
know and understand something about the ethos and values of the school they 
are about to join. At the very minimum they will ask to see copies of the school’s 
behaviour policies and talk with senior managers and other staff about how those 
policies are put into practice. Following behavioural guidelines laid down in the 
school’s policy is an important step towards ensuring that all the staff in a school 
adopt a coherent and consistent approach to behaviour. Consequently, we begin 
this chapter with a checklist of some questions you might want to consider as you 
move into a new school. Think about these as you work through the activities in 
this chapter. 


Checklist 11.1 


Aim: To find out about a school’s policies and practices with regard to 
behaviour management. 


The answers to the following questions should be found by studying the 
schools behaviour policies and through talking to senior managers and other 
staff. 


© What are the school’s values? 

© What principles are derived from these? 

© What procedures are in place to help staff to apply these principles? 
® How could I reflect these principles in my classroom organization? 


© What do these principles suggest in terms of my personal organization 
(e.g. timing, pacing, rules, routines, etc.)? 


@ What are the implicit and explicit school and classroom rules? 
© How can I apply these in my classroom? 


© What are the set routines that should guide behaviour when pupils move 
about the school? 


© Where and in what way should I ask for support when things go wrong? 
© What reinforcements and sanctions are accepted? 


© When was the policy written, when will it be revised and what input could I 
have to this process? 


Add other questions to the list as they occur to you. 
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This chapter has been structured in three sections. Having introduced the idea 
that whole-school policies are central to effective behaviour-management we 
begin ‘by focusing on some key classroom-management skills which impact on 
individual teachers. The second section then considers some of the most regularly 
occurring classroom episodes which require management. The chapter concludes 
with an overview of whole-school behaviour and management issues. 

RTweb offers additional activities for this chapter. 


1. MANAGEMENT SKILLS 


/ This section. builds on the work on curriculum planning and on preparing for 
fre a teaching session which was discussed in Chapter 9. Having considered how a 
learning session might be planned with appropriate differentiation, etc. (Chapter 

9, Section 3.2), we will now look at five important management skills which 

relate to the maintenance and development of such sessions in action: ‘with- 
itness’, ‘overlapping’, ‘pacing’, ‘orchestration’ and ‘self-presentation’. Many of 

the issues in this and the following section on managing classroom episodes are 

ag also addressed in Readings 11.4 and 11.6. 


1.1 Withitness 


This is a term coined by Kounin (1970, Reading 11.6) to describe the ca pacity to 

ag be aware of the wide variety of things which are simultaneously going on in a 
classroom. This is a constant challenge for any teacher and can be a particular 
strain for a new teacher until this skill is acquired. 

Teachers who are ‘withit’ are said to ‘have eyes in the back of their head’. They 
are able to anticipate and to see where help is needed. They are able to ni p trouble 
in the bud. They are skilful at scanning the class whilst helping individuals, and 
they position themselves accordingly. They are alert; they can pre-empt disturb- 
ance; and they can act fast. They can sense the way a class is responding and can 
act to maintain a positive atmosphere. 


1.2 Overlapping 


This is another of Kounin’s terms and describes the skill of being able to do more 
than one thing at the same time. This is similar to the popular term ‘multitasking’. 
Most teachers work under such pressure that they have to'think about and do 
more than one thing at a time. Decisions have to be made very rapidly, It has been 
calculated that over a thousand interpersonal exchanges a day typically take 
place between each teacher and the children in their care. Frequently scanning the 
class, even whilst helping one individual, should enable the teacher to identify 
and reinforce appropriate behaviour or to anticipate and intervene at the first 

ng signs of trouble. As Kounin (Reading 11.6) points out, if children perceive that 
the teacher is ‘withit” enough to know what is going on then they are more likely 
to remain on task and achieve the appropriate learning objectives. 
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Pacing 


Pacing a teaching-learning session is another important skill. Pacing involves 
making appropriate judgements about the timing and phasing of the organiza- 
tion, manner and content of sessions. At the simplest level, there is the practical 
judgement to be made about the organization of the session. Decisions have to be 
made about when to begin and end an activity and how much time to leave for 
tidying up or a plenary discussion. It is very easy to get involved in activities, 
forget about the clock and suddenly to find that it is playtime. More complex 
educational judgements are necessary in relation to learning activities and the 
various phases of a typical session. For example, the motivation generated at 
the start of an activity has to be sustained throughout. There may also be a need 
for ‘incubation’ and ‘developmental’ phases in which children think about the 
activities, explore ideas and then tackle tasks. From time to time there may be a 
need for a ‘restructuring phase’ where objectives and procedures may need to be 
clarified further. Finally, there may be a ‘review phase’ for reinforcing good effort 
or for reflecting on overall progress. (For more detailed discussion on the pacing of 
content delivery, questions and answers, etc., see Chapter 13, Sections 1.1 and 1.2.) 

In England, the National Literacy Strategy and National Numeracy Strategy 
potentially impose a strict lesson structure on both teachers and learners, Never- 
theless, scope for flexibility is growing through the Primary Strategy (DfES, 2003a, 
2004a) and judgements about pacing remain vitally important. They depend 
crucially on being sensitive to how children are responding to activities. If they 
are immersed and productively engaged then one might decide to extend a phase 
or run the activity into the next session. If the children seem to be becoming 
bored, frustrated or listless, then it is usually wise to retain the initiative, to 
restructure or review the activity or to move on to something new. If the children 
are becoming too ‘high’, excited and distracted, then it may be useful to review 
and maybe redirect them into an activity which calms them down by re- 
channelling their energies. As will be discussed in the next section, working with a 
class of individuals may involve being able to respond to many, if not all, of their 
responses at the same time. You might like to reflect in the consequence of a 
prescribed lesson structure on the pace of lessons. 


Orchestration 


Here we are using the term ‘orchestration’ to refer to the way in which a teacher 
works with the whole class rather like a conductor controls an orchestra or a 
stand-up comedian ‘plays’ an audience, Whether the teacher is adopting whole- 
class, individual or group teaching strategies, part of their job is to maximize 
the time that all the individuals in the class are on task and. paying attention. 
Involving all the children in the learning activities of a classroom involves 
developing the sensitivity to be able to ‘read’ how individual children are 
responding and to be able to anticipate the most effective way of maintaining 
interest or re-engaging attention. This will differ from individual to individual 
and in different contexts. Bored, listless behaviour might be engendered because a 
task is too easy or too difficult (see Chapter 9 on differentiation). On the other 
hand some children may be highly motivated by an activity which others find 
tedious and dull. In all cases the teacher has to be aware of everything that is 
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happening in their classroom and be prepared to act accordingly. This may 
involve a differentiated response in which some children are allowed to continue 
with what they are doing whilst a new focus is found for others. Certainly, 
teachers have to be aware of a range of ways of motivating all the individuals in 
the class (Gilbert, 2002). 


1.5 Self-presentation 


Another set of management skills which we have identified is related to self- 
presentation, for how to ‘present’ oneself to children is also a matter for skill and 
judgement. Teachers who are able to project themselves so that children expect 
them to be ‘in charge’ have a valuable ability. There is a very large element of 
self-confidence in this and student-teachers, in particular, may sometimes find it 
difficult to enact the change from the student role to the teacher role. Perhaps this 
is not surprising for a huge change in rights and responsibilities is involved. The 
first essential, then, is to believe in oneself as a teacher. 

A second group of issues concerned with self-presentation is more skill based. 
Here non-verbal cues are important. Self-presentation relates to such things as 
gesture, posture, movement, position in the room, facial expression, etc. These 
will be actively interpreted by children. The intended impression might be one 
of sureness, of confidence and competence. The reflective teacher will need to 
consider how non-verbal cues can help to convey such attributes. 

A further very important skill is voice control. A teacher’s use of voice can be 
highly sophisticated and effective. Changing the pitch, volume, projection and the 
intensity of meaning can communicate different aspects about self. If one’s voice 


L-} | Reflective activity 11.1 
Aim: To gather data about one’s management skills and judgement. 


Evidence and reflection: Ask a colleague to observe a session which you take 
and to make notes on the way in which you manage the children. They could 
watch out for examples of appropriate withitness, overlapping, pacing, 
orchestration and self-presentation (or chances missed). Discuss the session 


together afterwards. — 8 


Alternatively, set up a video camera to record a session which you take. 
Analyse the playback in terms of the criteria above. 


If there is a danger that you are becoming too negative about your manage- 
ment skills and judgements then adopt the 3 to 1 rule. This rule states that you 
can only identify one negative thing after you have identified three positives. 
When you run out of positives you have to stop. (This strategy also works 
with ecg who have been asked to evaluate their own work or that of 


Extension: Such analysis should increase self-awareness of management 


skills. Try to identify possible improvements which could be made. These can 
be practised and worked on. i “a 
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is to be used in this way then it will require some training and time to develop. 
Teachers, like singers and actors, can learn to use their diaphragm to project a 
‘chest voice’, to breathe more deeply and speak more slowly so that their voice 
and their message is carried more effectively. Developing voice control is also 
an important asset in telling and reading stories, which may involve having to 
present many different characters. In the first instance it may be a good idea to try 
out different ‘voices’ — privately, and far enough away from others that a ‘big’ 
voice does not disturb anyone else! Although taperecorders never seem flattering, 
recording a practice story-telling can be a useful way of seeing how much your 
appropriate voice variety is developing. 

A fourth and more general area of skill which is involved in how teachers 
present and project themselves is that of ‘acting’ - as though on a stage. In this 
sense it is the ability to convey what we mean by ‘being a teacher’, so that 
expectations are clear and relationships can be negotiated. Acting is also an 
enormous strength for teachers for one other particular reason. When one is 
acting, one is partially detached from the role. It is possible to observe oneself, to 
analyse, reflect and plan. Acting, in other words, is controlled behaviour which is 
partially distanced from self. In the situations of vulnerability which sometimes 
arise in classrooms this can be a great asset. 


http://www.rtweb.info 255 


11-Behatiour. How Are We Managing the Class? 


The skills which we have been reviewing above need to be put in a context. 
They are simply skills and have no substantive content or merit in their own right. 
A self-confident performer who lacks purpose and gets practical matters wrong 
(for example has ill-defined objectives, mixes up children’s names, plans sessions 
badly, loses books, acts unfairly, etc.) will not be able to manage a class. A 
teacher has to be competent as well as skilled and must understand the ends of 
education as well as the means. 


2. MANAGING CLASSROOM EPISODES 


‘Flow’ is an important summary criterion which can be used to describe class- 
room management. By ‘flow’ we mean the degree of continuity and coherence 
which is achieved in a learning session. It implies a steady, continuous movement 
in a particular direction. The suggestion is thus that we should work with the 
children to develop a coherent sense of purpose within our classes; organize 
our classrooms in ways which are consistent with those purposes; and manage 
the children, phases and events so that learning objectives are cumulatively 
reinforced. Consistency and reinforcement of ‘desirable behaviours can be 
important here, as Merrett and Wheldall (1990, Reading 11.7) have emphasized. 
We would suggest that, if this can be done, then energy, interest and enthusiasm 
for learning is likely to be focused productively. 

In this section we discuss five issues which pose particular management 
challenges to the flow of sessions. We discuss ‘beginnings’ of sessions; ‘transi- 
tions’ between phases of sessions or between sessions themselves; and the 
‘endings’ of sessions. We also consider strategies for dealing with ‘the unexpected’ 
and ‘recurring challenges’. 


2.1 Beginnings 


The beginning of a session is often seen as important because of the way in which 

it sets a tone. Simple strategies such as being in the classroom to receive the 

children help to establish that you are receiving them on your territory and, by 

ag implication, on your terms (Laslett and Smith, 1992, Reading 11.4). 

The next important goal is usually to introduce and interest the children in 

the planned activities; to provide them with a clear indication of the learning 

img Objectives of the session, a clear understanding of what they are expected to do; 

and to structure the activity in practical, organizational terms. Sce Reflective 
Activity 11,2. 


2.2 Transitions 
Transitions are a regular cause of control difficulties, particularly for trainee 
teachers. This often arises when expectations about behaviour concerning 
one activity have to be left behind and those of the new one have yet to be 
established. In these circumstances, a skilled teacher is likely to plan carefully, 
pati available support staff, take an initiative early and structure the transition 
carefully. 
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Reflective activity 11.2 
Aim: To evaluate the beginning of a session and to consider areas for 
improvement. 


; Evidence and reflection: Video a session you have taught or observe someone 
else’s lesson. Consider what happened in terms of the following questions. 


© How did the teacher attract the children’s attention? 

© How did the teacher keep the children’s attention? 

@ How did the teacher maximize the conditions for listening? 
“@ What did the teacher use as a stimulus at the start of the lesson? 
© How effective was this stimulus? 

© What else might the teacher have done? 

© Were the instructions to the class clear? 

© Do the children know why they are doing this activity? 

® Do the children know what they are going to learn from it? 

© Do the children know if any follow up is expected? 

© Do the children know on what criteria their work is to be assessed? 


© Do the children know how this activity links with other work they have 
done or will do next? 

Extension: What specific actions could be taken for improvement? What 

general skills need to be worked on? 
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For example, it would be a challenging prospect if a whole range of creative, 
artistic activities were in full flow when the children suddenly had to get changed 
for a physical education session in the hall. We would suggest that it is important 
to break down a transition such as this into three discrete stages. The skill lies in 
first, anticipating problems before they arise (e.g. Why has the PE lesson come as 
such a surprise in the first place? What might happen as a consequence of the 
change in activities); second, in pre-structuring the next phase; and finally in 
interesting the children in the next phase so that they are drawn through to it. 
These principles apply to any transition. 


Aim: To monitor periods of transition in your own teaching. 


Evidence and reflection: Consider a transition phase in your own teaching in 
the light of the following questions. 


© Did you give an early warning of the transition? 

© Did you give clear instructions for leaving existing work? 

© Did you give the children clear instructions for the transition and for any 
movement that was necessary? 

© Did you arouse the children’s interest in the next phase? 


Extension: Reviewing your performance as a whole, what are the major 
points for improvement? Do you see these as technical, as personal, or as 
associated with other factors? What might you try next time? 


2.3 Endings 
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Ending a session is a further management issue and four aspects will be reviewed. 
The first is a very practical one. At the end of any session equipment must be put 
away and the classroom must be tidied up ready for future sessions. The second 
aspect relates to discipline and control. Children can sometimes get a little ‘high’ 
at the end of a session when they look forward excitedly to whatever follows. 
This, combined with the chores of tidying up, can require a degree of awareness 
and firmness from the teacher. The procedures that are called for here are similar 
to those for transitions. 

The two other aspects involved in ending sessions have more explicit and 
positive educational potential. One of these concerns the excellent opportunities 
which arise, for example in the plenary of a literacy lesson, for reviewing 
educational progress and achievements, for reinforcing good work and for con- 
textualizing activities which have been completed. This is complemented by the 
opportunities that also arise for asserting the membership of the class as a com- 
munal group. Shared experiences, team-work and co-operation can be celebrated 
and reinforced through the enjoyment of poetry, singing, games, stories, etc. 
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Moreover, there are lots of very productive opportunities at the ends of sessions 
and even an odd space of unexpected time, perhaps waiting for a bell, which can 
be used constructively. 

Overall, a carefully thought-out and well-executed ending to a session will 
contribute to the flow of activities by providing an ordered exit, by reinforcing 
learning and by building up the sense of ‘belonging’ within the class as a 
whole. 


Reflective activity 11.4 


Aim: To monitor the end of a session and identify areas for improvement. 


Evidence and reflection: Reflect back on a session you taught recently in the 
light of the following questions. 


© Did you give early warning of the end of the session? 
® Did you give clear instructions for tidying up? 
© Did you reinforce those instructions and monitor the tidying up? 


© Did you take opportunities to reinforce the educational achievements, 
efforts and progress made? 


® Did you take opportunities to build up the sense of the class as a 
community? . 


© Did you praise the children for what they did well? 
© Did you provide for an ordered exit from the room? 


© How might you respond differently in future? 


Extension: You could very usefully ask a mentor or an experienced colleague 
to observe your session and offer specific comments. Before you do, highlight 
the particular issues on which you want feedback. This might also be a good 
moment to do some reading about the principles of class management. 
Kounin (1970, see Reading 11.6) remains a classic. 


The unexpected 


As Doyle (1977, Reading 11.1) identified, unpredictability is one of the most 
salient features of the classroom for trainee teachers. It is difficult to predict 
children’s reactions to questions or how they will respond to specific activities. 
Similarly, it is difficult to predict how long it will take for a class to complete 
an activity. These are skills which are acquired over time and with experience. 
However, in any classroom there is the continuous possibility of internal and 
exterial interruptions, for example there may be changes in the normal schedule 
or a potential breakdown in equipment. Skilled teachers learn to plan ahead, to 
anticipate potential difficulties and to have a range of strategies for dealing with 
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the unexpected. In this section we consider how teachers might deal with the 
unexpected in terms of both learning outcomes and ‘crises’. 

In line with a social constructivist approach to learning, teachers are encouraged 
to ask open-ended questions which can be interpreted and answered in a number 
of different ways (see Chapter 7, Section 1.3 and Chapter 13, Section 1.2 for 
further discussion). As appropriate answers are not predetermined, teachers 
may be surprised by the children’s responses. Where the answer is unexpected 
the teacher then faces the dilemma of wanting to acknowledge the legitimacy of 
the response without being drawn too far away from the teaching point. being 
made. Consider, for example, the following situation. A teacher introduces 
her class of seven-year-olds to the subject of soil erosion and, assuming that 
the class are following her discussion, asks how grass might help to control this 
process. Unfortunately, several members of the class remember an earlier 
lesson about the oxygen cycle and want to discuss the idea that grass is important 
to humans because it releases oxygen into the atmosphere. As a skilled 
practitioner the teacher affirms the children for remembering the previous 
lesson before returning to her original topic. Being able to handle the unexpected 
in a way which reinforces children’s prior learning and yet remains true to 
the original learning objective is the mark of a skilled teacher. (Note also the 
role of teacher knowledge in making this possible, as discussed in Chapter 8, 
Section 3.) 

On a more practical level, a classroom ‘crisis’ is a clear example of the 
unexpected. Crises can come in many forms, from a child being sick or cutting a 
finger, to children (or perhaps a parent) challenging the teacher’s authority and 
judgement. Despite the wide-ranging issues which are raised, there are three fairly 
simple principles which can be applied from the classroom-management point of 
view. 

The first principle is to minimize the disturbance. Neither a child who is ill 
or hurt, nor a parent or child who is upset, can be given the attention which 
they require by a teacher who has continuing classroom responsibilities. 
Help from support staff, the school secretary, an ancillary helper, or the 
head teacher should be called in either to deal with the problem or to relieve 
the class teacher so that they can deal with it. In this way disturbance to the 
classroom flow can be minimized and those in need of undivided attention can 
receive it. The school should have an identified procedure for how to handle 
crises. Of course, a student-teacher usually has a full-time teacher upon whom 
to call. 

The second principle for handling a crisis is to maximize reassurance. 
Children can be upset when something unexpected happens and it may well be 
appropriate to reassert the security of their classroom routines and expectations. 
A degree of caution in the choice of activities for a suitable period might therefore 
be wise. 

The third principle, which is appropriate when a crisis arises, concerns 
pausing for sufficient thought before making a judgement on how to act. Obvi- 
ously, this depends on what has happened and some events require immediate 
action. However, if it is possible to gain time to think about the issues outside the 
heat of the moment, then it may produce more authoritative and constructive 
decisions. 
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Reflective activity 11.5 
Aim: To monitor responses to a classroom crisis. 


Evidence and reflection: After a crisis has arisen, a diary-type account of it 
and of how it was handled could be written. This might describe the event, 
and also reflect the feelings which were experienced as the events unfolded. It 
might be valuable to encourage children to record and talk about a similar 
account and reflection after the event, so that you can gain an insight into why 
they behaved as they did. 


The following questions might be asked: 
© Did you minimize disturbance? 
© Did you maximize reassurance? 


© Did you make appropriate judgements on how to act? 


Extension: Having examined your actions and the children’s responses to the 
crisis it would probably be helpful to discuss the event and the accounts with 
a friend or colleague. An interesting reading would be David Tripp (1993) on 
‘critical incidents’. 


Recurring challenges 


Although, hopefully, crises will be rare, there may be other sorts of behavioural 
problems which can upset the ‘flow’ of a session..In this section we present 
them in terms of recurring challenges which even the most experienced teacher 
may have to deal with. However, by constant monitoring and being ‘withit’, 
it is usually possible to anticipate undesirable behaviour which threatens the 
negotiated relationships of the working consensus (see Chapter 6, Section 2.1) 
and to ‘nip it in the bud’. Nevertheless, difficulties are bound to occur from 
time to time and prudent teachers are likely to want to think through possible 
strategies in advance so that they can act confidently in managing such situations. 

In terms of dealing with behavioural problems the most effective strategy 
is, without doubt, to try to prevent them from happening in the first place. 
Certainly, the incidence of inappropriate behaviour is likely to be significantly 
reduced by following some fundamental principles (see Checklist 11.2 overleaf). 

Unfortunately, whilst these strategies may significantly reduce the incidents of 
misbehaviour they are unlikely to eliminate it altogether. Consequently, a prudent 
teacher will plan ahead and develop a range of strategies for dealing with 
inappropriate behaviour. 

The first strategy for dealing with misbehaviour might be to ignore it, especially 
if it has only happened once or if you consider it to be a minor infringement of 
the classroom rules. Picking up on each and every infringement may be time 
consuming and detract from the educative content of the session. A more positive 
strategy might be to reward someone who is on task and behaving appropriately. 

If the infringement is more serious or is repeated it would be appropriate to 
consider the strategies listed below. Suggestions are offered for five progressive 
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Checklist 11.2 

Aim: To pre-empt general misbehaviour and to reduce incidents of 

inappropriate behaviour. 

1. Be clear about general class rules and what constitutes acceptable 
behaviour. 

2. ‘Catch’ children being good and reward appropriate behaviour. 

3. Have clear learning objectives and make sure the children understand 
these. 


4. Explain the activity or task clearly and be sure that everyone knows what 
to do and how to do it. 


5. Show approval of appropriate work and reward effort. 


6. Be supportive of any problems encountered. 


7. Be consistent. 


stages. The emphasis should remain on prevention, and you should bear in mind 
that, whilst the 1997 Education Act enables teachers to restrain pupils with ‘such 
force as is reasonable in the circumstances’, corporal punishment in any form is 
illegal. 


1. If inappropriate behaviour only occurs once and seems inconsec uential: 
© Note it, and wait to see if it builds; or 
® Indicate that you have noticed and disapprove of the behaviour, but take no 
action. 


2. If repeated: 
@’ Make sustained eye contact, use non-verbal gestures. 
® Move towards the child. 
© Invite the child to participate - ask a question or encourage a comment, 
direct the focus onto work to be done. 


3. If persistent, in addition to the responses above: 
© Name the child firmly and positively. 

Move to the child. 

Stop the action. 

Find out the facts if the situation is ambiguous; avoid jumping to 

conclusions. 

© Briefly identify the inappropriate behaviour, comment on the behaviour 

(not the child), avoid implying disapproval of the individual, keep voice 

low, avoid nagging/lecturing, don’t confuse respect and fear. 

Clearly state the desired behaviour, and expect a compliant response. 

© Distance the child from the situation — avoid a contagious spread, a public 
clash and an ‘audience’ which can provoke ‘showing-off’. 

© Focus on the principal individual involved; don’t be drawn into discussion 
with a group; followers will conform if you control the leader. 
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© Deal with the situation as quickly and neatly as possible; don’t be drawn 
into long arguments; don’t let the situation distract your attention from the 
rest of the class and the goals of your lesson. 


4. If punishment is judged to be necessary: 
® Don’t threaten disciplinary action too soon. 
© Be sure it is appropriate. 
© Be confident that you can carry it through. 
@ Avoid indiscriminate punishment of class or group. 


5. Closure/after the event: . 

© Take everyone involved to one side — preserve their dignity, avoid 
‘supporters’ chipping in. 

@ Encourage the child to identify what had been wrong, thus sharing 
responsibility. 

© Try to be fair; if appropriate apologize. 

@ Invite the child to draw up a ‘contract’ of what the child and the teacher 
will do and with which rewards. 

© If privileges have been withdrawn, show how they can be earned back. 

© Provide new opportunities to earn praise. 

® Conclude with peace-terms clear to all parties. 


Other, major ongoing problems can also exist in any classroom. These may be 
associated with an individual child who has particular difficulties. In such 
instances, it is important to record and analyse the behaviour and try to identify 
the possible causes before any positive action can be taken. In keeping a diary of 


Checklist 11.3 


Aim: To record incidents of ongoing ‘problem’ behaviour. 


Conditions: When exactly does the disruption occur? 
© Is it random or regular? 

© Is it always the same child? 

© Is it always regarding the same task? 

© Is it always with the same teacher? 
Characteristics: What exactly happens? 

@ Is it a verbal reaction? 

@ Is it a physical reaction? 

Consequences: What are the effects? 

© On the child, the teacher? 


© On the class, the school? 


© Do others join in,-ignore, retaliate? 
|b fe 
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events one might record the conditions, characteristics and consequences of the 
behaviour and thus produce an evidence-base for future action. 
Such major, persistent problems are best discussed with other colleagues and 
a common strategy worked out in line with the school’s behaviour policy, 
This might also involve the parents and the whole class, if necessary, so that a 
consistent approach can be adopted. 

Whether a problem is associated with an individual child or most of the class, 
a consistent approach is essential and would, hopefully, provide security for 
the children as well as support for the teacher. It must be remembered that 
children respond to situations and experiences. We, as teachers, structure such 
experiences. Thus, if children respond problematically, we must reflect on the 
experiences that we provide rather than simply trying to apportion blame 
elsewhere. Teachers can be ‘provocative’ or ‘insulative’ (Hargreaves, Hester and 
Mellor, 1975, Reading 11.5). Which are you? 


WHOLE-SCHOOL ISSUES 


A holistic perspective on behaviour 


Good behaviour and order in classrooms and schools are the products of a great 
many factors and influences, as government policies such as ‘Excellence and 
Enjoyment’ (DfES, 2003a, 2004a) have acknowledged. When they break down 
though, there tends to be an almost instinctive, but over-simplified, response to 
‘sort out the troublemakers’. This can even occur at a national level. For instance, 
in March 1988 a Committee of Enquiry, chaired by Lord Elton, was set up in 
the United Kingdom following a media outcry over reports of teachers being 
physically attacked by pupils and about ‘indiscipline in schools today’. Wisely, 
however, the Elton Committee took a balanced and wide-ranging view of the 
issues involved and this is reflected in their report (DES, 1989, Reading 11.8). As 
the Elton Report stated: 


The behaviour of pupils in a school is influenced by every aspect of the way in which 
it is run and how it relates to the community it serves. It is the combination of all 
these factors which gives a school its character and identity. Together, they can 
produce an orderly and successful school in a difficult catchment area; equally, they 
can produce an unsuccessful school in what should be much easier circumstances. 
(DES, 1989, p. 8) 


The report went on to emphasize the importance of having clearly stated 
boundaries of acceptable behaviour, of teachers responding promptly and firmly 
to those who test boundaries, of motivating pupils to learn, of providing, a 
stimulating and appropriately differentiated curriculum, of managing groups 
skilfully, of creating a positive school atmosphere based on a sense of community 
and shared values, of achieving the highest possible degree of consensus about 
standards of behaviour among staff, pupils and parents, of promoting values 
of mutual respect, self-discipline and social responsibility. Furthermore, it 
drew attention to the role of governors, local education authorities, training 
organizations and government in supporting teachers. 
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The holistic approach of the Elton Committee is well founded and the issues to 
which they drew attention are considered thoroughly in the chapters of this book. 
School and classroom misbehaviour should, above all, be pre-empted where 
purposeful communities of people exist; with teachers acting sensitively, skilfully 
and authoritatively to maintain the values, rules, expectations and activities 
which provide an infrastructure for order and meaning. 

Of course, primary schools are generally seen as being, relatively successful in 
developing and maintaining good behaviour and in providing a constructive 
atmosphere for learning. ‘In 2002/03 behaviour of pupils was judged to be 
good in 90 per cent of schools and unsatisfactory in only 1 per cent’ (OFSTED, 
2004). 

However, there is no place for complacency and it must be recognized, in 
particular, that many of the skills which lead to competence in classroom 
management can only be developed through extensive practice with children in 
classrooms. In doing this it is advisable for the trainee teacher to move gradually 
from working with small groups, to larger groups and on to taking the whole 
class. The support and advice of an experienced mentor or colleague is likely to be 
invaluable. 

The Elton Report includes a statement of eleven ‘principles of classroom 
management’ (DES, 1989, p. 71) which reflect much good sense and experience. 
We include them in Checklist 11.4, in the form of questions for use in planning, 
undertaking and reflecting on classroom practice. 


Checklist 11.4 


Aim: To reflect on classroom management and discipline using the Elton 
Report’s ‘principles of classroom management’. 


Dol: 
© Know my pupils as individuals — names, personalities, interests, friends? 


© Plan and organize both the classroom and the lesson to keep pupils 
interested and minimize the opportunities for disruption ~ furniture 
layout, pupil grouping, matching of work, pacing lessons, enthusiasm, 
humour? 

@ Involve pupils in establishing the rules for classroom behaviour and 
routinely reinforce why they are necessary? 

® Act flexibly to take advantage of unexpected events rather than being 
thrown by them? 


© Continually observe or ‘scan’ the behaviour of the class? 


© Remain aware of, and control, my own behaviour, including stance and 
tone of voice? " 


© Model the standards of courtesy that I expect from pupils? 


© Emphasize the positive, including praise for good behaviour as well as good 
work? 


http://www.rtweb.info 265 


11+ Behaviour. How Are We Managing the Class? 


@ Make sparing and consistent use of reprimands — being firm not aggressive, 
targetting the right pupil, using private not public reprimands, being fair 
and consistent, avoiding sarcasm and idle threats? 


@ Make sparing and consistent use of punishments — avoiding whole-group 
punishment and pupil humiliation which breed resentment? 


¢ Analyse my own classroom management performance and learn from it? 


As the Elton Committee concluded, the final point about reflection on one’s 
practice is ‘the most important message of all’. 


nd 


3.2. Behaviour policies 


The Elton Report (DES, 1989, Reading 11.8) confirmed that the features and 
processes of a school could influence pupils’ behaviour and that significant 
improvements in behaviour could be achieved through institutional change. 
Schools also have a legal responsibility to state and pursue policies designed to 
promote good behaviour and discipline. 

It is recommended that schools see the writing of a behaviour policy as an 
opportunity for all those who will be affected - governors, managers, teaching 
staff, ancillary staff, pupils, parents and the wider community — to discuss the 
components of the policy in terms of practice, organization and ethos. Such an 
inclusive approach to the development of policy should help to ensure that it 
reflects a consensus view and that ‘ownership’ of the final policy is maximized. 
Despite individual differences there are likely to be some common areas or issues. 
These include: 


1. Statement of ethos/principles 
2. Roles and responsibilities 
3. Procedures and practice 
4. Outline of rules and expectations 
5. Outline of rewards for good behaviour 
6. Outline of consequences of undesired behaviour 
7. Relationship with other policies 
8. Working with parents 
9. Working with outside agencies 
10. Outline of development, monitoring and evaluation. 


A school’s policy should relate to its aims and ‘mission statements’ and reflect the 
general school ethos. The following checklist should help in the evaluation of a 
behaviour policy. 
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Checklist 11.5 


Aim: According to the Birmingham City Council Education Department 
(1998) a school’s behaviour policy should: 


© Be concise and avoid unnecessary bureaucracy 
© Be easy to understand by all 
© Be ‘owned’ by the whole school 


® While retaining flexibility, provide positive direction and support for 
teachers from the earliest point of concern 


© Provide a positive environment for parental involvement 

‘@ Involve pupils and parents in its development and evaluation 
© Inform and be informed by classroom practice 

® Codify practice in the school 


© Plan for monitoring, evaluation and change 


© Provide a balance between the needs of the majority and the individual 
child 


© Have clear intentions, aims and objectives for development and success. 


However, behaviour policies alone are not the answer. Implicit in the develop- 
ment of positive attitudes is the notion that schools will function as a community 
that actively encourages all members of that community to value and respect 
each other, Moreover, the inter-relationship of the behaviour policy with other 
policies such as those on equal opportunities, anti-racism, special educational 
needs, anti-bullying, and, more importantly, the relationship of policy to practice, 
organization and ethos is more likely to produce a climate of good behaviour 
and effective learning. Once established, a positive climate can seem virtually self- 
sustaining as new entrants are inducted, though interpersonal skills, respect, 
judgement and fairness will remain its foundation. 


CONCLUSION 


This chapter has examined aspects of behaviour management which help to 
establish and sustain conditions for successful learning. These questions of 
management are matters of great concern to teachers, as are the questions 
of teachers and children learning to cope with each other and with learning 
situations. Most of us soon become more familiar and gradually grow in con- 
fidence and competence with such challenges. Direct experience is irreplaceable 
in developing competeice, but there is also much to be said for sharing ideas, 
problems and successes through discussion with colleagues. 
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Managing collaborative group work can be particularly challenging and is 
discussed at length in Chapter 10, Section 2 and Chapter 13, Section 2. Many of 
the issues considered in this chapter also relate closely to the content of Chapter 
6, on classroom relationships. 
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YA Further Reading, illustrative Reflective Activities, useful Web Links and Download 

Facilities for diagrams, figures, checklists, activities. 
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Classroom Characteristics? 
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how much? directed? about? 
(p. 273) (p. 276) (p. 278) 
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bilingualism and ‘golden’? 
diversity (p. 285) 
(p. 281) 
3 THE BALANCE OF TEACHER-PUPIL INITIATIVE 


CONCLUSION 


Introduction 


Enhancing professional standards and competences 


Communication is, and will always be, at the heart of teaching. In Scotland, 
‘communication’ heads a whole section of specific compentences (Scottish 
Office, 1998, Guidelines for Initial Teacher Education Courses in Scotland, 
section 2,1) and is an important QAA Benchmark (2.1.1). In England, 
trainees must demonstrate that they can: 


Teach clearly structured lessons, or sequences of work, which interest and 
motivate pupils and which make learning objectives clear to pupils, employ 
interactive teaching methods and collaborative group work, and promote active 
and independent learning that enables pupils to think for themselves, and to 
plan and manage their own learning. 

(TTA, 2002, Standards for the Award of OTS, standards 3.3.3) 


These things are by no means easy, for there is normally just one teacher for 
a whole class of children. This chapter enables reflection on some of the 
communication issues that arise for all teachers. 

An important specific point made by the TTA concerns inclusion. With the 
help of an experienced teacher, students must: 


Differentiate their teaching to meet the needs of pupils, including those more 


able and those with special needs. 
(standard 3.3.4) 


Be able to support those who are learning English as an additional language, 


and begin to analyse the language demands of teaching tasks. 
(standard 3.3.5) 


Of course, the Welsh language is extremely important in Wales. It is the first 
language for a minority of children, is the medium of instruction in many 
schools and is taught in all schools. 


INTRODUCTION 


So far, in Part 2 of this book, we have examined the perspectives and expectations 

of children and teachers, their relationships, the ways in which knowledge, 

concepts, skills and attitudes are planned and presented through the curriculum 

and the manner in which classrooms can be organized and managed. All of 

these aspects facilitate the learning that we hope will be taking place in the 

classroom. It is now time to turn directly to teaching processes. In this chapter, 

we focus on the major features of classroom communication. In Chapter 13, 

this is extended to consider the explicit use of language to develop instructional 
teaching strategies. 

A central task of teaching is to make new knowledge, skills and conceptual 

Cas frameworks available to pupils and this takes us back to the theories of learning 

| reviewed in Chapter 7. There we suggest that learning involves using language to 

engage with and order experience so that new patterns of thinking and new ways 
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of understanding and representing reality are developed (Wells, 1987, Reading 
12.1). We learn through language and we express our understanding in language. 
Each subject has its own special language which is bound up with its way of 
thinking, talking and writing. In addition there is the style of communication 
which we have long recognized as associated with formal ‘school knowledge’, 
which can be contrasted with that of everyday life (Barnes 1969, 1975, Reading 
12.2). 

In accepting the centrality of language, this chapter focuses on the nature of 
spoken communication, and specifically on the characteristics of classroom 
communication. Section 1 reviews who speaks, how much, to whom and about 
what. Section 2 addresses issues associated with standard English, linguistic 
diversity and inclusion. Finally, Section 3 offers a way of analysing the balance of 
pupil-teacher initiative in classroom activity. 

Language and communication are very complex. Notes for Further Reading or 
RTweb may therefore be particularly helpful for this chapter. 


GENERAL CHARACTERISTICS OF 
CLASSROOM COMMUNICATION 


As ‘Excellence and Enjoyment’ (Department for Education and Skills, 2003a) 
suggested, a constant dilemma for teachers is how to select teaching strategies 
which enable pupils to learn well and teachers to ‘cover’ their syllabus. Embedded 
in that dilemma are a number of questions. How effective is teaching by telling? 
Can we do it better? How much can pupils learn from speaking to each other? 
Talking is important, but how do we know if it’s the right kind of talk? How can 
we make discussion work better? How good are we at asking questions? Is 
whole-class discussion valuable? What’s the best way to set up small group dis- 
cussion? It is no accident that all these questions involve communication. Sharp- 
ening our awareness of classroom communication and interaction will help us to 
resolve the dilemma and make best use of the time available. 

Communicating is a complicated business and it is not surprising that it fre- 
quently goes wrong. In the rapidity of encoding and decoding processes, there are 
endless possibilities for misunderstanding. Of course, language skills are funda- 
mental but, since communication involves people, it requires social skills as well. 
In addition, since communication is usually focused on some meaningful topic, it 
calls for appropriate cognitive capacities — knowing something about the subject 
under consideration and being able to think about and process what we want to 
communicate to others and what they are trying to communicate to us. Nor can 
we forget the attitudes of the participants, the relationship between them, and the 
context itself, for these add another layer of meanings to the encounter. 

Para-verbal and non-verbal features of oral language contribute to the 
effectiveness of how we communicate. Apart from what we say, a great, deal is 
conveyed by how we say it. Thus, tone of voice, pace, pitch, volurne and how we 
project our voice are all part of the communication process. In addition, there are 
nonverbal aspects such as looks and gestures, and the ways in which we move, 
which accompany what we say. These can sometimes extend our meanings but 
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they can also sometimes confuse or even contradict what we say. This may be 
particularly true in communication between people from different cultures and 
backgrounds where different meanings may be ascribed to non-verbal features 
of talk. For example, looking directly at someone when speaking to them is 
acceptable behaviour in some cultures but considered the height of bad manners 
or a sign of disrespect in others. 

In classroom situations, teachers and pupils will act as both speakers and 
listeners. Hence, if classroom communication and learning are to be assured, all 
the participants need to have knowledge, skills and attitudes which are appro- 
priate to both speaking and listening in schools. This cannot be assumed. When 
we examine classroom interaction closely, a number of characteristics can be 
identified. These can provide important clues to the views of learning being 
expressed as well as the nature and quality of the teaching-learning processes 
being observed. 


Who speaks and how much? 


(fimzg As identified in Chapters 10 and 11, classrooms are busy places in which, 


(CinKS> 


typically, individual teachers work with relatively large groups of children. In 
their desire to maximize learning opportunities and, at the same time, maintain 
order and organize the classroom it is not surprising that research shows that 
teachers do the majority of speaking in the classroom. A classic research study 
carried out in America indicated that, in the teaching sessions observed, 
two-thirds of the time was spent in talk and two-thirds of that talking was done 
by the teacher (Flanders, 1970). The picture was of a predominantly teacher- 
dominated situation. Since then investigations in British primary schools have 
shown similar figures (Bennett et al., 1984; Galton et al., 1980; Galton et al., 
1999), 

The ‘transmission’ model, a situation in which teachers do the majority of the 
speaking and the role of children is to listen and to occasionally answer teacher- 
directed questions runs counter to a socially constructed view of learning 
as identified in Chapter 7. As we will discuss in Chapter 13 a wider range of 
teaching strategies have been developed and implemented over the years. 
However, teacher direction of talk and activities in classrooms remains at the 
core of practice. Indeed, many argue that the implementation of the National 
Literacy Strategy and National Numeracy Strategy has led to an increase in 
teacher-directed talk and a reduction of pupil-directed small-group discussion 
(e.g. Cordon, 2000; Haworth, 2001; Mroz, Smith and Hardman, 2000). Taking a 
socially constructed view of learning, these authors would argue that the further 
legitimization of teacher-directed whole-class talk is seriously detrimental to 
learning. See Chapter 13 for a further discussion of these issues. . 

The diagram (Barnes, 1975, Reading 12.2) was developed as a hypothesis 
about the relationship between styles of communication and views of learn- 
ing and knowledge. The original is regarded as a seminal text in the field of 
language and learning. According to Barnes, if a teacher sees knowledge as 
content (as existing, prescribed subject matter which pupils are required to 
accept), then the communication will be mainly transmission and assessment 
will also predominate. As a consequence, pupils’ talk will be presentational and 
there will be little opportunity to revise or re-draft writing. The resulting learning 
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will be ‘school knowledge’ where what is ‘known’ is useful for answering 
teacher’s questions, but it may be quickly forgotten and may have little or no 
impact on the learner’s personal understanding and life outside school. How- 
ever, if the teacher takes a social constructivist view and sees knowledge as 
existing in the learner’s ability to interpret, then communication will be inter- 
active, and there will be negotiation between the teacher’s Knowledge and the 
pupils’ knowledge. Talk and writing will be collaborative and exploratory, and 
will support the struggle to understand as new knowledge is related to the 
learner’s ‘action knowledge’. There are clear resonances here with the contrast- 
ing views of learning which were reviewed in Chapter 7. As you look at Figure 
12.1 you might consider: What are your own views of knowledge? How far 
are your views reflected in the curriculum you teach and the pedagogies you 
adopt? 

Particularly in the light of the questions above, it is important to recognize that 
to advocate interpretation does not mean that teachers should never tell pupils 
things or present knowledge directly. Rather, it implies that transmission should 
be part of patterns of communication which are fundamentally designed to allow 
pupils to negotiate their own way into new knowledge and understanding. 
Equally, communication systems that appear pupil-centred sometimes turn out to 
be simply more subtle forms of transmission. For instance, a study involving 
analysis of teacher—-pupil interaction in group work (Edwards and Mercer, 1987, 

ing Reading 12.3) showed teachers maintaining tight control over the activity and the 
discourse, even while overtly espousing the principle of pupil-centred experiential 
learning. The result was that pupils’ grasp of concepts was what the study defined 


“The teacher's 
view of 


knowledge 


Kind of 
learning 


encouraged 


Classroom communication system 


Teacher's Pupil's 
role role 
| ‘ -----> Presentation <-------- >» Boundaried 
discipline (assessment (final draft) (school 
predominates) knowledge) 
Knower's <------~ > Negotiation <--------> Collaboration <------- > Related to 
ability to (reply predominates) (exploratory) everyday 
interpret (action knowledge) 


Figure 12.1 Relationships of knowledge, communication and learning 
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as ‘ritual’ (knowing what to do or say) rather than ‘principled’ (based on 
conceptual understanding). The interactions between teacher and pupils relied 
heavily on ‘cued elicitation’ (where to be ‘right’ the pupils had to guess what the 
teacher was thinking) and the teacher’s main concern was to get through the set 
of planned activities. There are echoes here of reasons advanced for the pre- 
dominance of the transmission mode when attempting to implement the National 
Literacy Strategy where teachers feel under pressure to keep pupils on-task and 
under control in order to cover the curriculum (e.g. Dadds, 1999; Galton et al., 
1999; Moyles et al., 2003). Some argue this leads to an emphasis of the ‘basics’ 
and to assessment procedures which stress performance rather than depth of 
understanding. The issue has wider implications. 


The asymmetry of teacher and learner is essential to the ‘zone of proximal develop- 
ment’, and so also is the notion of control ... Just as verbal thought originates 
as social discourse, so self-regulated behaviour begins with the regulation of 
one’s behaviour by other people. The successful process involves a gradual hand- 
over of control from teacher to learner, as the learner becomes able to do alone what 
could previously be done only with help. In formal education, this part of the 
process is seldom realised. For most pupils, education remains a mystery beyond 
their control, rather than a resource of knowledge and skill with which they can 
freely operate. 

(Edwards and Mercer, 1987, p. 168) 


Here and now, such paradoxes and dilemmas are even more evident. A rapidly 
changing society may require pupils to learn to be flexible, adaptable, multiskilled 
problem-solvers who can apply learning in new situations. At the same time there 
is increased emphasis on narrowly defined qualifications, examination success, 
‘standards’ and statistical comparisqn of results ~ all linked explicitly or by infer- 
ence to economic and moral revival. In addition, the National Curriculum is 
expressed in subjects and underpinned by the idea of cultural transmission. In 
making choices about classroom communication teachers are thus balancing a 
number of potentially conflicting demands, and the decisions they make about 
‘who does the talking’ will inevitably reflect their values, beliefs and responses to 
some of these unresolved dilemmas. 

To begin to reflect on classroom communication, a reflective teacher is likely to 
want to collect data rather than rely on impressions. Tape recording can be a 
useful technique for collecting certain kinds of data on classroom talk (see 
Chapter 3, Section 3.19). An alternative way of collecting information about 
particular aspects of teacher talk is to devise appropriate checklists. These can 
be helpful both as a guide when preparing a session, or as a framework within 
which to reflect afterwards. A third approach is to devise an observation schedule 
which focuses on specific categories of behaviour. For example, four categories 
could be used, such as when the teacher asks a question, explains a task, manages 
the situation or disciplines a pupil (questioning, explanation, management, 
discipline). Each time one of these behaviours is noted it can be ‘marked up’ using 
a tally system: see Chapter 3, Section 3.6. In the next Activity you are asked 
to record a lesson or part of a lesson, to reflect on who speaks and how much and 
to consider what that might reveal about the teacher’s views of knowledge and 
learning. 
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Reflective activity 12.1 _ . 
Aim: To investigate who speaks and how much during a lesson. You may 
want to gather data on your own teaching or that of another teacher. 


Evidence and reflection: We recommend that you begin with a tape recording 
of a lesson but if this is not possible you might consider one of the other 
methods mentioned above and supported on the web. 


Now consider: 
© How much speaking is there? 
© Who is doing the speaking? 
© Which pupils speak? 
© When does the teacher speak? 
® When do the pupils speak? 


Information of this kind can highlight the pattern of talk in a classroom. It can 
often reveal aspects which surprise us, because it is so difficult to be aware of 
how much we talk, to whem and when, whilst we are engrossed in the process 
of teaching itself. 


Extension: Having identified the pattern of talk we need to decide whether 
what we do is consistent with our aims. You might like to see if you can 
change the way you teach in the light of what you have learned in this activity. 
You could also use a similar approach to investigate different aspects of class- 
room interaction, e.g. teacher-pupil interaction in group work; pupil-pupil 
| interaction, generally or in small group work. You will find suggestions for 
other observations in subsequent Reflective Activities in this chapter. 


Where is the talk directed? 


The findings of one large investigation into classroom talk, the ORACLE 
research, showed that approximately 80 per cent of teachers’ time, in Key Stage 2 
classrooms, was spent in talk between the teacher and children — 56 per cent with 
individuals, 15 per cent with the whole class, 7 per cent with groups (Galton, 
Simon and Croll, 1980). In a more recent study (Galton et al., 1999, p. 84) found 
that ‘for the typical pupil, 75 per cent of all pupil-teacher exchanges are 
experienced as a member of the class, exactly as they were twenty years ago’. 
Interestingly, a similar large project, the PACE research, found that in Key Stage 1 
classrooms, the proportion of whole-class work was also very high, with a lower 
figure for individual work (Pollard et al., 2000). 

Apart from the size of the ‘audience’ with whom a teacher is communicating, it 
is also significant to consider how the teacher’s time is distributed between the 
children; between girls and boys, and between children of different abilities or 
different needs. Some research suggests that boys often receive a greater share of a 
teacher’s attention — both positive and negative (Spender and Sarah, 1980; 
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Swann, 1994; Swann and Graddol, 1994), and that.children of different ethnic 
origins receive different types of attention (Biggs and Edwards, 1994). The 
impact of including children with special needs has also been studied (Croll and 
Moses, 1985, 2000, Reading 10.6). 

Given that much of the interaction in a classroom is teacher-controlled it is 
useful to consider how the teacher’s time is distributed between whole class, 
individuals and groups. There is plenty of evidence that, in the context of curric- 
ulum pressures, large class sizes and the demands of assessment, parity of atten- 
tion is difficult to achieve. One feature which often causes problems is that there 
are variations in both the quantity and quality of teacher attention which is given 
to different categories of pupils. 

There are a number of obvious categories around which such variations have 
often been found, such as ability, gender, ethnicity and social class. The impact of 
integrating pupils with special needs also has to be considered. In busy class- 
rooms, it is very understandable that teachers tend to deal first with pupils who 
demand attention either because they have acute needs or because their actions 
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necessitate an immediate response. However, there is a potential danger that 
some other pupils may be consistently passed over as they move from class to 

ng! class (Collins, 1996, Reading 12.6). Whilst the needs of all the pupils in a class 
cannot be satisfied simultaneously by any teacher, we do have a responsibility to 
ensure that teacher effort is distributed equitably. 


Reflective activity 12.2 


Aim: To identify possible patterns in the quantity and quality of teacher—child 
contacts. 


Evidence and reflection: To assess the quantity of interaction, it may be 
advisable to enlist the help of a colleague as an observer. Alternatively a 
video recording of a session could be made for later personal analysis. A 
simple schedule will be required on which to record contacts (see RTweb for 
further discussion). This could distinguish between contacts with girls/boys, 
ethnic groups, social class, ages, attainment groups, etc., or even with par- 
ticular individuals. It is then possible to make a tally of the different kinds 
of contacts. 

Decisions about whether to try to record all contacts or whether to adopt a 
time sampling techniques will have to be taken (see Chapter 3, section 3). 
If the latter is chosen, some practice is essential for the observer. It is also 
possible to focus on an individual child and to monitor the contacts with just 
hoe a It may be interesting to note pupil-initiated interaction with the 
teacher, 

To assess the quality of contacts requires a different approach. By quality 
the ‘genuineness, acceptance and empathy’ (Rogers, 1980) conveyed through 
the contact, in combination with, and the cognitive ‘match’ of task to pupil 
(Bennett et al., 1984). Subjective interpretations are more likely to play a 
dominant part in this analysis, so it is probably helpful to use a video or for an 
observer to make field-notes concerning the nature of contacts made. It would 
be particularly useful if time could be made for discussion with the teacher 
and pupils after the session. 


Extension: You might want to share your observations with a friend or 
colleague. How do you interpret what you have found? How will it affect 
your planning and your teaching? 


1.3. What is the talk about? 
Teacher talk in the classroom can be divided into three categories: talk related to 
learning (e.g. exploratory talk, exposition, questioning); administrative talk to 
ensure the management of tasks and activities; and disciplinary talk concerned 
with managing behaviour and maintaining control. In this way teachers have 
control of the material to be learned and the way in which talk is conducted. This 
is ‘controlling not just negatively, as a traffic policeman does to avoid collisions, 
but also positively, to enhance the purposes of education’ (Cazden, 1988, p. 3). 
The balance of time given to different kinds of teacher talk in a lesson indicates 
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the quality of the learning taking place. Similarly, some researchers suggest that 
the use of indirect speech acts, i.e. statements whose real meanings are different 
from their surface meaning, é.g. ‘would you like to sit down’, rather than direct 
requests ‘now sit down’ are a mark of superior teaching (Manke, 1997). 
Advocates of the use of indirect speech acts argue that they are a way of pro- 
tecting personal dignity. However, for indirect speech acts to work effectively 
there has to be a shared understanding between teachers and pupils as to what is 
regarded as being an appropriate response. As Edwards and Mercer identify 
(1987, p. 241, Reading 12.3) ‘the relation of power and control to the creation of 
joint understandings is both problematic and of great importance’. 

The ORACLE study showed that the highest percentage of teacher talk in Key 
Stage 2 classrooms was generally devoted to supervizing tasks set — rather than to 
talking about the substantive content of those tasks (Galton, Simon and Croll, 
1980; Galton et al., 1999). Most of this talk was in the form of statements of fact. 
Very little time indeed was spent in asking questions which required children 
to think for themselves in any kind of open-ended, problem-solving capacity. 
In general, teacher talk seemed to be largely concerned with the smooth running 
and management of the classroom, and the practice of engaging the children in 
challenging discussion was rare. There is also evidence that the endorsement 
of whole class teaching as part of the National Literacy Strategy and National 
Numeracy Strategy ‘appears to have had little «ffect in providing opportunities 
for pupils to question or explore ideas to help tiiem develop their own thinking’ 
(Mroz, Smith and Hardman, 2000). In infant classrooms such talk is also likely 
to concern the shaping of pupil behaviour as the children learn various aspects of 
the pupil role (Willes, 1983). 

As reflective teachers it is particularly important to consider the significance 
of teacher talk — processes which can be seen in the development work of the 
National Oracy Project (Norman, 1990) and the Language In the National 
Curriculum project (LINC) (Carter, 1990; DES, 1990-1). For example, why are 
there such high proportions of teacher talk in classrooms? What might be the 
effects of teacher talk on pupils? What impressions might they gain about 


Reflective activity 12.3 


Aim: To identify patterns in the purpose of teacher contacts with pupils. 
Evidence and reflection: We suggest the development of a schedule which lists 
different kinds of contact. This should be in terms of descriptive and visible 
actions (so that the amount of inference is low) and which do not overlap (so 
that the categories are exclusive). For example, you could try classifying 
teacher contacts with pupils using categories such as: ‘instructional’, ‘man- 
agerial’, ‘social’ and ‘other’. Data might then be collected by time sampling or 
a tally (see RTweb for further discussion). The results could then be 
analysed to try to identify any different patterns of contact based on gender, 
ethnicity, class, attainments, achievement or personalities. 

Extension: You might want to consider looking at pupil-initiated contacts, or 
at pupil-pupil interaction in a similar way. 
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learning and about their own role in the learning process? What kinds of attitudes 
towards learning might pupils acquire? What types of learning are likely to take 
place? 


Of interest too is the kind of talk involved in pupil-pupil interaction. How much 
of pupils’ talk is learning related and ‘on task’? How much is social, and might be 
deemed to be ‘off task’? Of on-task talk, how much is related to managing the 
task (e.g. fetching equipment, sharpening pencils, rubbing out) and how much to 
carrying out the work and developing understanding? Some sorts of activities — 
cutting out, colouring in, routine procedures — seem to precipitate social talk. 
As one Year 9 pupil explained, ‘I can colour in and talk at the same time.’ What 
should our reaction be to this? 

Looking at what talk is about leads us also to consider the issue of the 
specialized language of each subject. Most noticeably this concerns technical 
terms and specialist vocabulary. We need to think about how teachers introduce 
and use these in their expositions and interactions. Equally, observations of pupil 
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talk will help us to consider whether they are taking on the language of the 
subject as part of their conceptual development (as a significant act of ownership 
which is the basis for further thinking) or whether they are using terms as ‘labels’ 
with no real understanding. 


LANGUAGE AND INCLUSION 
Standard English, bilingualism and diversity 


Language is one of the most significant manifestations of culture and identity, 
and is thus of enormous significance for the self-respect of individuals and 
groups, and for the majority and many minorities within the UK. It is a big issue 
for inclusion. As the DfES put it: ‘Our education system must support all 
pupils well and not unintentionally discriminate against any particular group of 
pupils’ (Department for Education and Skills, 2003a, 4-11). We will consider 
three main issues. First, we have the explicit, dominant belief in the importance of 
‘standard English’ and established, high-status forms of speech. Indeed, in some 
respects, particularly in England, this has been strengthened by the introduction 
of national literacy targets, common standards for school provision and argu- 
ments about entitlements to be realized through schooling. There is an important 
debate here about whether standard English is an elitist orthodoxy, or an entitle- 
ment. Second, we have the development of national languages within the UK, 
particularly Welsh in Wales, Gaelic in Scotland and Irish in Northern Ireland. 
The case of Welsh as a medium of instruction is particularly important. Third, 
there is the crucial significance of the rich diversity of cultures and languages 
within the UK generally, particularly in our larger cities. This, of course, is con- 
nected to growth in migration and multiculturalism as the global economy 
becomes increasingly interconnected. Nor can we be unaware of the problem of 
racism. : 

Standard English, once associated with ‘classic’ BBC pronounciation, syntax 
and vocabulary, has by no means conceded to the diversity of culture and style of 
modern society. Indeed, the formal prescription of the National Literacy Strategy 
in England shows just how strong conceptions of ‘correctness’ still are. There 
is also, it is argued, an entitlement issue in being aware of and able to manage 
this dominant form of language, even if few may adopt it as their own. However, 
we have known for some time that different styles of language can be equally 
effective forms of communication. Indeed, early work by Labov (1973) identified 
the grammars of Black teenagers in New York and argued that their language was 
not ‘deficient’, ‘sloppy’ or substandard. Rather, he suggested that their grammars 
were ‘different’ and just as regularly rulebound as more socially accepted forms 
of standard English. In contemporary times, we also find that new cultural styles 
are associated with highly sophisticated non-standard language forms as a 
matter of choice. Outside school contexts, there has been a change in the social 
acceptability of different styles of language. This has meant that the notion of 
‘appropriateness’ has increasingly come to be used (i.e. that different kinds 
of language are suitable for different purposes, audiences and situations). This is 
a contrast to the notion of ‘accuracy’ as an absolute standard to be used to judge 


ag all language situations (see Stubbs and Hillier, 1983; Davies, 2000, Reading 12.4 
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for further discussion of this issue). In a further twist, we also have plentiful 
evidence of standard English which is spoken’with a regional or other accent - 
though some accents still have higher status than others. Within classroom con- 
texts,.a dilemma has to be faced. First, one might believe in the importance of 
accepting a pupil’s language, whatever its form, because that affirms the child, 
strengthens their self-image and supports inclusion. On the other hand, it can be 
argued that children need and have an entitlement to learn more standard forms 
of English, and that to fail to teach them is to limit their life-chances. The use of 
non-standard English, for instance by pupils from working-class communities, 
has long had negative social consequences of a discriminatory nature (Brooker, 
2002). Reflective teachers will want to maximize both children’s entitlements 
and their inclusion. Creative teaching strategies may provide ways forward. For 
instance, children may be encouraged to engage in role-play in which they can 
/*pretend’ to talk in standard English without feeling that they have to abandon 
their own forms of language. , 

Bilingualism in the UK is associated with two main circumstances. The 
situation of the indigenous Celtic populations, with languages such as Welsh, 
Gaelic, Irish, Manx and even Cornish, is rather different from those of cultures 
and communities in the UK whose origins usually lie in immigration, either to 
support our economy and public services, or as political refugees. 

Following many centuries in which use of Celtic languages has been eroded, 
their role in affirming identity has become more fully recognized in recent 
years. This has become particularly significant in Wales, where there are major 
populations, particularly in the North and West, for whom Welsh is their first 
language. The Welsh Language Act of 1993 established significant statutory 
bilingual rights and the equity of Welsh and English. Welsh is the language of 
instruction in over a fifth of Welsh schools, is taught alongside English in all 
Welsh primary schools, and is used extensively in politics, business and everyday 
life throughout the country. Whilst Wales does not have a National Literacy 
Strategy in the English mould, it is developing a National Languages Strategy. 
Offering support to the European Year of Languages, Jane Davidson, Welsh 
Assembly Minister for Education said: ‘Welsh is a wonderful language and 
everyone should take the time to learn it. Our success as a nation depends on 
lifelong learning and I want to encourage everyone to take up the opportunities 
available to them — opportunities like learning Welsh’ (July 2001). Bilingualism, 
then, is seen as a national strength, and a crucial element of identity (Baker 
and Jones, 1998; Blackledge, 1994; Jones and Ghuman, 1995). In this, the role of 
the education system in affirming and teaching the Welsh language, alongside 
English, is seen as immensely valuable — and most teachers in Wales also feel that 
the prominence of Welsh culture and language enriches the curriculum and the 
educational experiences of their pupils. 

Minority ethnic communities in the UK face rather different circumstances, 
but they too would value a constructive and appreciative approach of this sort. 
The extent of diversity is considerable. For instance, a 1987 language census in 
London (ILEA, 1987) found that no less that 172 different languages were 
spoken by school pupils. Some of such languages have been mapped in terms of 
the geolinguistic areas from which they are derived (Alladina and Edwards, 1991) 
and this is shown in Figure 12.2. 

Tan, uage varieties used within a society with a single dominant language, such 
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Atro-English 
Creole 


Hind Bhojpurt 
Kweyol 


French 


Figure 12.2 Geolinguistic areas of languages spoken in Britain 


as English, reflect far more than simply an alternative means of communication 
(Pinsent, 1992; Siraj-Blatchford and Clarke, 2000; Conteh, 2003). As we have 
seen, language is intimately connected to cultural identity, to concepts and to 
patterns of thought. It is thus both educationally essential and a legitimate right 
to expect formal education systems to recognize and build on existing language 
capabilities. Additionally, the needs of children for whom English is an additional 
language (EAL) need specific recognition. 

Unfortunately, the life experiences of many minority ethnic groups in Britain 
have, with some notable exceptions, been associated with various degrees of 
economic and social disadvantage. Despite many years of peaceful coexistence, 
attempts to affirm identity risk aggressive responses by some indigenous groups, 
whether powerful or powerless, that may feel threatened. Increased votes for the 
implicitly racist British National Party in the national election of 2001 and riots 
in Bradford and Burnley are examples of this phenomenon. As Pattanayak has so 
clearly expressed it: 


As the identity of the various oppressed groups is threatened, identity assertion 
movements ensue ... Ethnicity, which in the literature is variously expressed as 
assertion of cultures, communal upsurges, revival of religions, voices and move- 
ments of marginalised peoples ... hurts the power elites ... Britain is on the 
crossroads. It can take an isolationist stance in relation to its internal cultural 
environment ... The second road would be working together with cultural har- 
mony for the betterment of the country. The choice is between mediocrity and 
creativity. 

(Pattanayak, 1991, p. x) 
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Ly | peflective activity 12.4 


Teachers have a particularly important and sensitive role to play here, where they 
can. The danger is that the constant pressure. for performance in targets for 
English reflect a monolingual conception of our culture and social circumstances, 
As Atkinson (2000) has powerfully argued: ‘the National Literacy Strategy is a 
tool through which the “literate” can be defined as “English” and the “English” 
as “literate”, thus preserving a long held image of cultural superiority.’ What- 
ever the circumstances, we would suggest that reflective teachers should work 
to affirm the positive value of minority languages and cultures, wherever they 
teach. This means affirming and building on the bilingual capacities of pupils, 
and there are many practical examples of how this can be done (e.g. Blackledge, 
1994, Reading 12.5; Edwards, 1998; Gravelle, 2000; Gregory, 1996; Wrigley, 
2000). 


Aim: To highlight some of our own responses to language varieties. 


Evidence and reflection: Use your results on this provocative rating scale for 
discussion with the views of colleagues. 


Itend '  Itendto 
to agree disagree 


1. Dialects are ungrammatical forms of English ay aS A: 


2. Pupils should speak standard English at alltimes 1 2 3 4 5S 
in school, including in the playground 


3. Dropping your ‘H’s is sloppy, and creates a bad Ba? ER, AS 
impression 

4. Poor grammar and spelling should be corrected 1 i a ae Be) 
at all times 

5. All pupils should learn to appreciate ei as REY RY 
Shakespeare 

6. In general, middle-class pupils speak better than : Sere We ae ea) 
working-class pupils 

7. Children’s home language is not the concern of sev ES REP A 
their teacher — 


8. It is confusing for pupils to speak two languages 12 3 4 S 
in school 


9. The most important task for all pupils in Britain 1 2 3 4 5 
is to learn good English 
10. We should not use expressions like ‘black mark’ 1.2 3 4 5 
as they illustrate racist language 


11. Cultural identity is one thing, but learning to Nese BAR ae Bee) 
read is another 


a 
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Extension: The exercise above should produce some interesting discussion, 
but actual knowledge and understanding of these issues is another thing. 
Among speakers of majority languages, the most common state is one of 
relative ignorance regarding language varieties and the cultures and social 
circumstances of different social groups. Key Readings for this chapter may 
provide some ideas. 


2.2 Issilence ‘golden’? 


Traditionally, quiet classrooms have been regarded by many as being synonym- 
ous with well-controlled classrooms in which children are thought to be working 
hard and focusing on the learning tasks in hand. However, we believe that for 
reflective teachers, quiet compliant behaviour does not necessarily equate with a 
commitment to learning. Observations suggest that quiet children might be 
‘playing truant in mind whilst present in body’ (Young, 1984, p. 12). Although 
they complete the bare minimum of work they appear to have little interest or 
investment in the outcome. ‘They conform, and even play the system, but many 
do not allow the knowledge presented to them to make any deep impact upon 

i their view of reality’ (Barnes and Douglas, 1979, p. 17). 

As we have made clear in this chapter (see also Chapters 7 and 13) spoken 
language is central to children’s cognitive and emotional development. It is by 
talking that children develop their perceptions of themselves and their world. 
Moreover, it is by talking with children, and listening to what they have to say, 
that teachers assess and support children’s learning. When children are quiet and 
do not participate in classroom discussions, it is extremely difficult for teachers to 
assess the extent and depth of their understanding or to support further learning. 
This problem is compounded by the fact that children who are quiet often find it 
very difficult to ask for help from the teacher even when they are experiencing 
serious difficulties. As we have said earlier in this chapter, the teacher usually 
determines the content and style of classroom discussions. Consequently, there 
may be few opportunities for children to raise their own issues or to voice things 
in their own terms. In addition, whole-class or large group discussions are difficult 
contexts for some children when they have to compete for the teacher’s attention. 
In these contexts some pupils also fear the responses of their peers who may not 
be supportive. 

Teachers face a double bind in trying to encourage reluctant pupils to 
speak. Drawing attention to such pupils or their behaviour increases feelings of 
embarrassment but the alternative is to ignore the pupils and deny them 
opportunities to practise learning through talk. 

Based on the above, we would argue that silence is not golden. Rather it is an 
indication of a lack of active participation on the part of the pupils. From a social 
constructivist view of learning we believe that for pupils to be successful and 
make the most of the learning opportunities offered it is important that they 
become active participants in the discourse of the classroom. Children who are 
unable or unwilling to talk freely to their teacher are at an acute disadvantage 
when compared with their more vocal peers. Whilst it is relatively easy to identify 
the emotional and behavioural difficulties of loud, potentially aggressive pupils, 
the special educational needs of quiet withdrawn pupils can be easily overlooked. 
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The following checklist identifies some of the ways in which habitually quiet, 
non-participatory behaviour should be regarded as potentially detrimental to 
learning. Can you add others to this list? 


wnat a, 
ov | Checklist 12.1 


Quiet non-participatory behaviour may be detrimental to learning because 
it: 
® Prevents children from learning to express themselves (learning to talk) 


© Prevents children from asking questions and making the learning their own 
(learning through talk) 


© Prevents children from an active exploration of the subject being learned 


© Prevents teachers from finding out what children know and thus monitor 
and support learning 


© Reinforces stereotypes. Girls, especially those with moderate learning 
difficulties, are more likely to exhibit quiet passive behaviour in the 
classroom than other groups of children 


© Renders children invisible and can reinforce poor self-images 


| © Can be linked with social isolation and can make pupils vulnerable to 
bullying 


© Can, in a minority of cases, mask serious emotional trauma such as 
bereavement, abuse, family separation, etc. 


Ee 
Ly} Reflective activity 12.5 


Aims: To identify pupils who exhibit quiet, non-participatory behaviour 
during your lesson. 


Evidence and reflection: Given the nature of the behaviour you are trying 
to observe it may be necessary to video a lesson and watch it carefully 
several times to identify those who do not Participate. You might want to 
reflect back on a video recording which you produced for a previous 
activity. 


As you watch the video try to notice: 

© Pupils who do not volunteer to speak or answer questions. 

© Pupils who avoid being chosen to speak, perhaps by only putting up their 
hand as someone else is chosen to answer. 


© Pupils who seem embarrassed if they feel that they have become the centre 
of attention. ; 
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Drawing on longitudinal research, which involved detailed analysis of classroom 
observations in primary and secondary schools (Collins, 1996, Reading 12.6), we 
would identify the strategies in Checklist 12.2 as potentially useful in encouraging 
all children to participate in whole-class and large-group discussions. 


J Checklist 12.2 


In order to encourage pupil participation we would suggest: 


© Emphasizing the value of talk and making it the medium for learning rather 
than the precursor to the ‘real’ work of writing 


© Rejecting whole-class teacher-directed talk in favour of small-group 
child-centred talk 


© Identifying the rules of discussion and making them explicit to the pupils 


© Increasing feelings of security by establishing friendship groups or ‘talk 
partners’ and using them as the basis for all initial discussions 


© Providing activities which encourage collaboration 


© Allowing pupils opportunities to consider what they want to say before 
calling on them to speak in front of large groups 


© Working with the pupils to devise ways of assessing talk and providing 
opportunities for pupils to reflect on what makes for effective talk 


Which of these strategies do you use? Which might you use in future? 


3. THE BALANCE OF TEACHER-PUPIL INITIATIVE 


We conclude this chapter with reference to a technique which was designed to 

look at literacy learning across the curriculum (Webster, Beveridge and Reid, 

ng) 1996, Reading 12.7) but which can be applied to teaching and learning processes 

as a whole. The model which is set out in Figure 12.3 can be used to highlight 

ie particular characteristics and qualities of interaction between teachers and 
learners. 

The teacher axis runs vertically and represents the degree of teacher activity 

in the learning interaction (‘high’ to ‘low’). A learner axis runs horizontally 
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HIGH 


A adult D 


involvement 


adults and pupils decide together how to pursue a task 
teaches guide and negotiate 

children are seen as active partners 

learning arises from joint problem-solving 

activities provide opportunities for dialogue 

pupils work collaboratively 

context is made explicit 


adult-structured with frequent reinforcement 

teachers find opportunities to rehearse rules 

children do as others require them 

learning through prescribed steps 

activities are not negotiable 

pupils’ task is to absorb 

context is irrelevant 

learning is managed for pupils by the teacher learning processes are highlighted 

readers reflect and review 

writers compose and redraft 


literacy is a set of skills to be handed over 


LOW teacher-driven learning-driven HIGH 
child child 
initiative initiative 


pupils decide how to organize their learning 
teachers assist with advice and resources on request 
children pursue their interest 

learning is exploration and discovery 

activities are tailored to the individual 

pupils are expected to motivate themselves 

context is personal 


adult relies on set resources to structure learning 
teachers monitor pupils’ progress on set task 
children follow the demands of the task/resources 
learning is to be occupied 

activities are for their own sake 

pupils work unassisted 

context is implicit to the task 


learning is managed for pupils by resources learning is managed mainly by pupils for themselves 


literacy is used to occupy feading requires active construction of meaning from text 


writing requires active generation of ideas into text 


resource-driven child-driven 


LOW 


B adult - 


involvement 


Figure 12.3 A model of adult-child interaction in classrooms 


and represents the degree of learner initiative (from ‘high’ to ‘low’). The model 
thus plots two key variables in any teaching and learning interaction. These 
combine to give four distinctive ‘quadrants of interaction’ — teacher-driven, 
resource-driven, child-driven and learning-driven. In the latter, for instance, high 
levels of teacher activity are combined with high levels of child initiative. 
Characteristic forms of practice are described for each quadrant in Figure 12.3, 
which clearly echoes back to Chapter 7 on learning. The model could be used to 
consider the repertoire of teaching strategies that we use. Of course, these should 
be ‘fit for their purpose’ for any particular age group. However, we might expect 
that in Foundation Stage, there might be a generally higher emphasis on child 
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initiative and building from children’s interests and experiences. At Key Stage 3, 
pupil initiative tends to be lower and there is often a higher use of resource-based 
activities. 

In an empirical study using the framework (Webster, Beveridge and Reid, 1996, 
Reading 12.7), a comparison was drawn between the quadrant from which 
teachers thought they derived their pedagogy and what they were actually 
observed to do in the complex realities of their lessons. Of course, teacher and 
pupil talk is, with associated observed behaviour, a clear source of evidence on 
matters of this sort. Using this type of representation allows teachers to examine 
and develop beliefs and practices concerning teaching and learning - to reflect on 
their practice. 


Reflective activity 12.6 


Aim: To consider the qualities of interaction in a lesson, by reflecting on 
differences between a lesson plan and the lesson as actually taught. 


Evidence and reflection: First, you will need to produce a full lesson plan, 
setting out your educational objectives and teaching strategies (see Chapter 9), 
Then you need to teach the lesson, and collect some evidence about it. 
Perhaps you could use some of the methods suggested in Chapter 3, or else- 
where in this book. Having gathered some data, take stock of it and produce 
a clear description of what happened. 
The third stage is more analytical: 


© On two sheets of blank paper, draw two copies of the basic four- 
quadrant framework (the skeleton without the writing) given in 
Figure 12.3. 


© Using your first copy, analyse your initial lesson objectives by 
recording the key activities you intended in the appropriate quadrant. 


© Using your second copy, analyse your evidence about what happened 
by describing what actually took place in the appropriate quadrant. 
Consider any differences between your two versions. What might these 
indicate to you about the dilemmas faced by teachers and the struggle for 
control over learning which takes place in classrooms? 


Extension: How would you evaluate your findings? What strategies might 
you develop to shift pupils’ initiative into a ‘higher’ quadrant? 


CONCLUSION 


This chapter has raised a large number of issues relating to the characteristics 
of classroom communication. Communication has been viewed as a key com- 
ponent of classroom life and therefore as an important influence on the learning 
which might take place. Building on this discussion we now need to reflect 
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specifically on the way we use language in our teaching. This is the subject of 
Chapter 13. 


Key readings 


As accessible introductions to the importance of communication in the primary classroom 
and the relationship between language and understanding, the following have become 
classics amongst both practitioners and academics: 


Edwards, D. and Mercer, N. (1987) 

Common Knowledge: the Development of Understanding in Classrooms. 

London: Methuen. mM Reading 12.3 
Wells, G. (1987) 

The Meaning Makers: Children Learning Language and Using Language to Learn. 
London: Hodder and Stoughton. ag Reading 12.1 


For insights into how we use language to think and get things done, the following draws 
on real-life language use within and beyond the classroom: 


Mercer, N. (2000) 
Words and Minds: How We Use Language to Think Together. 
London: Routledge. 


The most impressive contemporary study of interactive teaching is: 


Moyles, J., Hargreaves, L., Merry, R., Paterson, F. and Esarte-Sarries, V. (2003) 
Interactive Teaching in the Primary School: Digging Deeper into Meaning. 
Buckingham: Open University Press. 


Another excellent study of classroom learning and language is: 


Webster, A., Beverage, M. and Reid, M. (1996) 
Managing the Literacy Curriculum. 
London: Routledge. 


To make the points about the centrality of language and imagination for the learning of 
young children in a different and very engaging way, see books by Paley, for example: 


Paley, G. V. (1981) 
Wally’s Stories. 
Cambridge, MA: Harvard University Press. 


For a celebration of research that draws on the experience of teachers and pupils to 
emphasize the centrality of talk for learning, see: 


Norman, K. (ed.) (1992) 
Thinking Voices: the Work of the National Oracy Project. 
London: Hodder and Stoughton. 


Written in response to the implementation of the National Literacy Strategy, the following 
offers a range of practical strategies aimed at ensuring that literacy is taught in a vibrant 
and stimulating way through interactive discourse and effective questioning: 


Cordon, R. (2000) 
Literacy and Learning Through Talk: Strategies for the Primary Classroom. 
Buckingham: Open University Press. 
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Key Readings 


For a brilliantly principled but very practical guide to young bilinguals learning to read, 
see: 
Gregory, E. (1996) 


Making Sense of a New World: Learning to Read in a Second Language. 
London: Paul Chapman. See also Reading 12.5 


An excellent review of research, theory and practice on linguistic diversity is: 


Conteh, J. (2003) 
Succeeding in Diversity: Culture, Language and Learning in Primary Classrooms. 
Stoke-on-Trent: Trentham. 


For a consideration of strategies to recognize and meet the social, emotional and 
educational needs of the quieter children in the classroom, see: 


Collins, J. (1996) 
The Quiet Child. 
London: Cassell. ing Reading 12.6 


For an excellent introduction to the methods of recording and analysing classroom talk, 
see: 


Edwards, A. D. and Westgate, D. P. G. (1994) 
Investigating Classroom Talk. 
London: Falmer. inal Reading 12.7 


Most specialist educational publishers also have useful series of books based on communi- 
cation in schools. For instance, in the UK see the catalogues of Continuum, Routledge- 
Falmer, David Fulton, Simon and Schuster, Open University Press, Paul Chapman Press, 
ete. 

Readings for Reflective Teaching (the companion volume) offers other closely associated 
work on the issues raised in this chapter. This includes work by authors such as: 

Gordon Wells, Douglas Barnes, Derek Edwards, Neil Mercer, Chris Davies, Adrian 
Blackledge, Janet Collins, Alec Webster, Mike Beveridge and Malcolm Reid. 

RTweb offers additional professional resources for this chapter. These may include 
Further Reading, illustrative Reflective Activities, useful Web Links and Download 
Facilities for diagrams, figures, checklists, activities. 
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Teaching. How Are We Developing 
Our Strategies? 


INTRODUCTION 


1 CLASS AND INDIVIDUAL DIALOGUE 


[ ee ‘allots | 
11 1.2 1.3 1.4 
Investigating Analysing Considering Focusing on 
expositions ‘question and class discussions listening 
(p. 295) answer’ sessions (p. 304) (p. 306) 


(p. 295) 


2 GROUP DISCUSSION IN CLASSROOMS 


2.1 eae 2.3 2.4 
Structure and Group Group Monitoring group 
process motivation management discussions 

(p. 310) (p. 314) (p. 316) (p. 316) 


CONCLUSION 


Introduction 


Enhancing professional standards and competences 


This chapter focuses on core teaching strategies, for whole-class, individual 
and group work, These are crucial for all teachers. For instance, although 
under consideration for revision, the Welsh Standards for the Award of QTS 
provide a clear set of requirements. 


Trainees should be able to use teaching methods which sustain the momentum 
of pupils’ work and keep all pupils engaged through: 


© Stimulating intellectual curiousity, communicating enthusiasm and fostering, 
and maintaining pupils’ motivation 

© Structuring information well, including outlining content and aims, signal- 
ling transitions, and summarising key points as the lesson progresses 

© Effective questioning which matches the pace and direction of the lesson and 
ensures that pupils take part 

© Listening carefully to pupils, analysing their responses and responding 
constructively in order to take pupils’ learning forward. 

(Welsh Office, 1998, standard B: k) 


Similar requirements exists for the other parts of the UK, but with varying 
degrees of specificity. However, explanation, questioning and dialogue for 
different groupings of learners require a range of generic strategies and skills 
from teachers everywhere. 


INTRODUCTION 


In the previous chapter we looked at the characteristics of classroom communica- 
tion. In that chapter we discussed aspects of whole-class discussions and teacher- 
directed talk. In particular we identified how the implementation of the National 
Literacy Strategy and the National Numeracy Strategy had further legitimized 
whole-class teaching. We also reiterated the importance of pupil talk for 
learning. 

The study of teaching, or ‘pedagogy’ has been a somewhat neglected subject in 
the UK until recent years. Indeed, Simon (1994) wrote a fascinating historical 
account explaining this. In the modern world, its significance is becoming 
much more recognized. For example, Galton, et al. (1999, Reading 13.1) con- 

ng clude their twenty-year study of primary education with an analysis of an 
‘appropriate pedagogy’ for specific forms of knowledge; Gipps et al. (2000) 
review evidence on ‘what makes a good primary teacher’; and Alexander (2000) 
has provided an insightful international comparative study of pedagogy in 
primary classrooms. At the same time, analysts such as Katz (1998, Reading 8.4) 
make the vital point that teaching strategies should be appropriate for the con- 
text, age and developmental stage of the children. This is particularly significant 
in relation to provision for young children at times when curriculum content 
is often fairly tightly specified (see Moyles 1994, Reading 13.3 on teaching to 
promote active learning). 
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Teaching, at its simplest, is a form of interaction — a particular exchange of 
knowledge, skills and understanding. What indeed is special about the inter- 
actions between children and teachers that makes the process different from, say, 
playing a game, a conversation or watching the television? Recent research into 
classroom processes (Moyles et al., 2003) examines the phenomenon of ‘inter- 
active teaching’. The authors and teachers used ‘reflective dialogues’ to unpick 
and understand what it is about classroom interactions that is effective, and how 
they benefit both teaching and learning. 

In the present chapter we particularly focus on the ways in which we use 
language for teaching and learning. Section 1 focuses on dialogue with whole 
classes and individual learners. Section 2 looks specifically at aspects of small 
group discussion. 

RTweb offers additional Reflective Activities designed to enhance your 
teaching. 


CLASS AND INDIVIDUAL DIALOGUE 


We have identified four common types of oral classroom communication. As 
you read about them you might want to consider the extent to which these 
may occur in whole-class, individual or small group discussions. The four types 
of talk are: 


© Expositions: where the speaker describes, informs, instructs, or explains 
directly. 


© Question-and-answer exchanges: frequently for testing and checking pur- 
poses, where there is often one right answer, (i.e. a ‘closed’ situation); also to 
encourage thinking, speculation, to develop understanding. 


© Discussions: or exploratory talk where the participants explore ideas and 
feelings together (i.e. an ‘open’ situation). This could involve interpretation 
and speculation where participants apply a principle to a case, use evidence, 
find overarching principles or formulate hypotheses. 


© Listening: where the receiver hears and responds to the speech of other people. 


Each of these situations has both common and unique features. For example, 
since every communicative situation is at least a two-way process, we need to 
consider the speakers as well as the listeners. In ‘exposition’ or ‘direct instruction’ 
(Muijs and Reynolds, 2001, Reading 13.4) the listeners may not participate ver- 
bally very much. Direct instruction has become a very significant teaching 
approach in England as part of the National Literacy and Numeracy Strategies. 
Muijs and Reynolds suggest that there are five key conditions that make it effect- 
ive: clearly structured lessons; clearly structured presentations; pacing; model- 
ling; and the use of conceptual mapping. The latter links back to the work of 
Galton et al. (2000, Reading 13.1) on the forms of knowledge to be learned. 

All forms of classroom interaction call for particular types of aware- 
ness about the rules of communication. In order to participate productively, the 
rules must be clear and each participant must understand and accept those rules. - 
Learning to speak and to listen are thus very important skills, Neither skill can be 
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considered ‘passive’, for they both take place through interaction. Moreover, it 
is important to remember that the rules of communication in classrooms are 
significantly different from the rules of communication in other contexts. There is 
evidence, for example, that even very young children modify their talk to con- 
form to teacher expectations and ask significantly fewer ‘curiosity’ type questions 
in school than at home (Tizard and Hughes, 1984). 

We now turn to examine the first of the four main types of oral communication 
that we find in the classroom - exposition. 


Investigating expositions 


For an effective teaching session it is necessary both to.stimulate your pupils’ 
interest and to provide structure for the subsequent activities. These require- 
ments are just as pertinent for whole-class sessions as for group or individual 
work. Expositions, therefore, are a very common aspect of any teacher’s 
talk. Indeed, as we mentioned in Chapter 12, the three-part lesson advocated 
by the National Literacy Strategy and the National Numeracy Strategy 
increases the amount of teacher exposition and direct instruction (e.g. Mroz, 
Smith and Hardman, 2000). Although less commonly required of pupils, from 
time to time especially during plenary sessions, they may be asked to make a 
formal report back on an activity or a prepared presentation. In any such situ- 
ation the opening ‘moves’ are important in setting the tone of the session. 
A number of different aspects of exposition might be considered: 


1. Getting attention. 

2. Motivating the listeners. 

3. Orientating, so that expectations about the session are clear. 
4. Constructing and delivering the exposition itself. 


The first three of these aspects have already been discussed in Chapter 10, as part 
of our consideration of classroom management. Here, therefore, we suggest some 
checks (Checklist 13.1) to help to focus our attention on the fourth aspect of 
expositions — constructing and delivering the exposition itself. 


Reflective activity 13.1 


Aim: To observe and consider exposition as a teaching strategy. 


Evidence and reflection: Use Checklist 13.1 to structure your observa- 
tion and analysis of teaching by exposition. You may be observing another 
teacher or asking a colleague to observe you. It may be possible to do some 
self evaluation by means of an audio (or video) recording (see Chapter 3, 


Section 3.14 and 3.19 and Reflective Activity 12.1). What do you see as the 
strengths and weaknesses of this approach? 


Extension: What are the implications for your teaching on what you have 
discovered? It may be helpful to talk with your mentor about this or 
share your analysis with a colleague who has also undertaken a similar 
observation. 
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Checklist 13.1 


Aim: To examine how an exposition is structured and delivered. 


Are the instructions, directions, descriptions and explanations clear, concise 
and coherent? 


Has the speaker: 
® Planned what is going to be said? 


© Stated the outline structure of the exposition? (‘advance organizers’ e.g. 
‘We are going to find out. . .’) 


© Selected the key points: identified and made explicit the relevance of each 
and their relationship to each other? (‘There are four things we need to 
think about... because. . .’) 


© Sequenced key points appropriately? 
When the speaker plans and delivers the exposition have they: 


© Used short, simple sentences: explained specialist vocabulary if it needs to 
be used, given concrete examples or asked the listeners to generate their 
own? 


© Signalled when a new point is made? (‘Now let’s look at . ...’, ‘The third 
thing to look out for is . . .’) 


© Summarized key points (or got the listeners to summarize)? 
© Sought feedback to check understanding (at each point if necessary)? 
When the speaker delivers the exposition: 


@ Is eye contact sustained, to hold attention and give interim feedback? How 
might this be achieved when working with large groups? 


@ Is an interesting, lively and varied tone of voice used? 

@ Is the pace varied for emphasis and interest? 

© Does encouraging orderly participation vary the exposition? 
© Are pauses used to structure each part of the exposition? 


© Are appropriate examples, objects or pictures used to illustrate the main 
points? 


© Are appropriate judgements made regarding the level of cognitive demand, 
size of conceptual steps, and length of the concentration span required? 


@ Is a written or illustrated record of key points provided as a guide, if 
listeners need memory aids? 
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Analysing ‘question and answer’ sessions 


Questions can be used for a wide range of purposes and they can be seen as a vital 
tool for teaching and learning. It is a powerful way of ‘scaffolding’ children’s 
understanding and raising their performance (see Tharp and Gallimore, 1998, 
Reading 13.2). The way in which teachers can use questions to improve the 
quality of children’s thinking and the extent of their participation is discussed in 
Perrot (1982, Reading 13.5). Asking questions can provide teachers with 
immediate feedback on how participants are thinking and on what they know 
and it accounts for a high proportion of teacher talk. Question and answer 
techniques are therefore seen as an essential means of helping us to understand 
learning processes. Listening to the ‘answers’, and not pre-judging them, is an 
important way of learning about a learner. 
Particular aspects concerning questions which might be reviewed are: 


@ the purpose, or function, of questions 
@ the form in which questions are asked 


© the ways in which responses are handled. 


Each of these aspects is now considered in further detail. 


The purpose, or function, of questions 
Questions can be grouped in many different ways. However, two main categories 
commonly occur. The first is psycho-social questions: those which centre on 
relationships between pupils or between a teacher and the pupils. The second 
category is ‘pedagogic’ questions: those which relate to more specifically 
educational concerns, and to the teaching and learning of skills, attitudes, 
concepts and knowledge. 

In addition, questions are frequently designated ‘open’ or ‘closed’. A closed 
question has a specific answer; an open question can be answered in a variety of 
ways. Advice to teachers sometimes appears to suggest that it is always better 
to ask open rather than closed questions. For instance, we might distinguish 
between ‘do you know?’ questions, and more inclusive “do you think?’ questions. 
However, rather than adopt an inflexible prescription, it is more useful to be 
clear about why questions are being asked, as well as how we think we are using 
them to develop thinking and support learning, There are situations where 
closing down the questioning is a very useful strategy, perhaps for instance 
during recapping work or within an interactive sequence if it becomes necessary 
to re-establish focus or assert control. 

As Perrot suggests (1982, Reading 13.5), it may be more profitable to think 
of questions in terms of the level of demand on pupils’ thinking. Lower-orfler 
questions do not require pupils to go beyond recall of information previougly 
taught or already known. Answers are ‘right’ or ‘wrong’. Higher-order questiqihs 
require pupils to apply, reorganize, extend, evaluate, and analyse informat 
in some way. In this context it is important to consider the level of think 
indicated by a pupil’s answer. A ‘lower-order’ question may produce a ‘high 
order’ answer and vice versa. 

Checklist 13.2 offers a framework for considering different kinds of questi 
in relation to purposes. 
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Checklist 13.2 


Aim: To provide a framework for analysing classroom questions. See how 
many uses of classroom questions you can spot in your school. 


Purposes of psycho-social questions: 


© to encourage shy members to integrate by participating (e.g. ‘Jan, you’ve 
got a little kitten too, haven’t you?’) 


© to show interest in and value for group members (e.g. ‘You had a good idea, 
Norita. Will you tell us?’) 


© to develop respect for each others’ views (e.g. ‘What do you think you 
would have done?’) 


® to assert control (e.g. ‘Wayne, what are you up to?’) 


© to implement routines and procedures (e.g. ‘Ahmed, what did | tell you to 
do next?’) 


Purposes of pedagogical questions: 
1. Closed questions (low level cognitive demand): 


®@ to recall information — for testing, consideration or feedback (e.g. ‘Where is 
Ethiopia?’) 

© to give an on-the-spot solution (application of known rule to new variables) 
(e.g. ‘What is 28 divided by 4?’) ‘ 


® to encourage analysis — by describing, comparing or classifying (e.g. 
‘What’s the difference between . . .?”) 
2. Open questions (high-level cognitive demand): 


© to explore information and ideas with no set ‘answer’ (reasoning/ 
interpreting, hypothesizing/speculating, imagining/inventing) (e.g. ‘How do 
you think the hero would feel if . . .2”) 


© to encourage synthesis of information and ideas by focusing on contradic- 
tions, discrepancies, different sources of evidence (e.g. ‘What do you think 
really happened . . .?”) 


© to encourage evaluations, decision-making, and judgements (e.g. ‘Would it 
be fair if .. .2”) 


© to encourage the transfer of ideas and application of knowledge (e.g. ‘How 
is what we’ve found out useful . . .?”) 
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The form in which questions are asked 
Among the most important issues associated with classroom questioning tech- 
niques is the form in which the question is posed in relation to its purpose. The 
form of a question can have very diverse effects. For example, a teacher wants to 
encourage an evaluative response to personal reading and asks a ‘higher order’, 
‘open’ question. 

Q. ‘Did you like the book?’ 

A. ‘Yes/No’. 


How could you reformulate this question to avoid this kind of monosyllabic 
answer? 

In a testing situation what kind of information about what a pupil knows are 
we getting from this question and answer? 


» Q. ‘Has potato got starch in it?” 
A. ‘Yes/No’. 


Another form is the ‘direct’ question, which is short and simple in construction 
and has a single specified focus. For instance, 


Q. ‘How did the Vikings make their boats?’ 
to which the answer may be lengthy though straightforward and factual, or 
Q. ‘What makes a good book?’ 


to which the answer may also be lengthy but consisting of opinions and ideas 
which may be complex to articulate. 
Very different effects might result from using a ‘direct’ question compared 
to one which invites a monosyllabic response. A reflective teacher would 
need to consider whether such a form would be appropriate if the aim was 
to encourage exploration, evaluation or to focus contributions on a particular 
suggestion. 
‘A third form of question is the ‘indirect’ question. This is a long, composite 
question which may include a number of different leads. Again, such a question 
can be very useful in some situations but inappropriate in others. For example, 
“indirect’ questions can offer a number of different suggestions which might help 
in opening out a discussion and in providing a range of possible leads to explore. 
It would be less suitable in a testing situation, as the focus of the question would 
be relatively unclear. It could also be confusing to a pupil who found it hard to 
take everything in and who therefore got lost. 
This highlights the need to formulate questions matched to pupils’ learning 
needs. This requires reflective teachers to think about appropriate language 
and about the sequencing of questions to promote thinking which will lead to 
the development of understanding or the acquisition of knowledge (Tharp 
aa and Gallimore, 1998, Reading 13.2). These questions need to pick up on the 

child’s interests, conceptions and misconceptions. Analysis of lessons observed 
(axe by Brown and Edmundson (1984) provides a very useful diagrammatic repre- 
i sentation of some typical sequences (Figure 13.1). 
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Type 


Extending 


Extending and 
lifting 


Funnelling 


Sowing and reaping 


Step-by-step up 


Step-by-step down 


Nose-dive 


Random walk 


PV 


Description 


A string of questions of the same 
type and on the same topic 


Initial questions request examples 
and instances of the same type 
followed by a leap to a different type 
of question. A common sequence 

is likely to be recall, simple 
deductions and descriptions leading 
to reasons; hypotheses 


Begins with open question and 
proceeds to narrow down to simple 
deductions or recall or to reasons 
and problem-solving 


Problem posed, open questions 
asked followed by more specific 
questions and restatement of 
initial problem 


A sequence of questions moving 
systematically from recall to 
problem-solving, evaluation or 
open-ended 


Begins with evaluation questions 
and moves systematically through 
problem-solving towards direct recall 


Begins with evaluation of problem- 
solving and then moves straight to 
simple recall 


No discernable pattern in terms of 
types of questions or content of 
questions 


Figure 13.1 Some sequences of questions 
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In effective questioning sequences, teachers hold in mind the key questions 
for the learning they have planned. Around these they ask related questions 
which they formulate based on their professional judgement of pupils’ needs, 
prior knowledge and understanding. It is possible to plan these sequences (four 
or five questions) but as important is the questioning that arises from careful 
listening to pupils’ responses. Where the teacher is too concerned to lead pupils 
towards a predetermined answer it is easy to miss hearing important clues to how 
understanding (or misunderstanding) is developing. 


The ways in which responses are handled 

The third aspect of questioning, that of the ways in which responses are handled, 
is important to consider because it is the means by which feedback is offered to 
the pupils. Often a teacher’s immediate and instinctive response is to evaluate, 
repeat or restate an answer. 

Even when a teacher question is well-formulated and well-judged, pupils’ 
responses may be less than expected: silence, ‘don’t know’, a half-answer, a weak 
answer, or an incorrect answer are all possible. In such circumstances, teachers 
still have many alternative strategies which can be used. Much will depend on the 
situation in which the question-and-answer exchange occurs. In a one-to-one 
encounter a single pupil can be taken through a specific sequence of questioning. 
In a small group context this is also possible and other pupils can be encouraged 
to listen and be drawn into the interaction by redirected questions. In a large- 
group or whole-class interaction we have to-consider more factors. How can 
we keep everyone involved, listening and thinking? If we reject or pass over 
a response (‘No, I’m afraid that’s not right’) what will be the effect on the 
respondent and the rest of the class? Should we just give the right answer and 
move on? Adapted for context, the most useful strategies involve various kinds 
of pacing, prompting, probing, redirecting, recording and, not least, praising and 
developing rapport. 


Pacing 
It has been found that, on average, a classroom teacher waits only two seconds 
before either repeating the question, rephrasing it, redirecting it to another child, 
or extending it. Student-teachers, understandably nervous, often do not wait so 
long. The question of pace in relation to questioning takes us back to purpose. 

For some purposes, a ‘quick-fire” series of questions may be just what is needed. 
At other times we want pupils to give more thoughtful and considered responses. 
It is very helpful if such expectations are made explicit. For example, ‘Now we 
are going to spend five minutes on what we covered last lesson and studied 
for homework. | am going to ask some quick questions and | want very short, 
factual answers. OK?’ There are lots of ways of deciding which pupils answer. 
-For instance, you can take answers on a ‘hands up’ basis, request particular 
respondents, or even allow each pupil who answers correctly to nominate the 
next person to answer. Make clear to the class how it will work. To engage the 
whole class, always ask the question before the next respondent is nominated. 
Have a strategy for moving on after wrong answers. For this purpose, keep the 
interaction fast with minimum evaluation. 

On the other hand, if you are looking for more considered. answers you might 
start with, ‘I am going to ask a question and I want you to take time to think 
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about your answer so I’m going to give you a few moments before we hear what 
you have to say. Try to make your answers as full as possible.’ Wait four or five 
seconds after your question (which should, of course, be phrased in an appropri- 
ately challenging way). After working with your class for a while, you will be able 
to signal your approach in a shorthand — ‘OK, quick-fire questions’ or ‘Thinking 
time for this question’. 


Prompting, probing and redirecting 

Prompting may be necessary to elicit an initial answer, or to support a pupil in 
correcting his or her response. This can be done in many ways, including simplify- 
ing, closer focusing, taking the pupil back to known material, giving hints or 
clues, asking leading questions, accepting what is right and prompting for a more 
complete answer. 

Probing questions are designed to help pupils give fuller answers, to clarify 
their thinking, to take their thinking further or to direct problem-solving activ- 
ities. There are a number of possible formulations, for example: ‘Can you say that 
in another way?’, ‘Can you say a bit more about that?’, ‘Could you give us an 
example?’, ‘Can you say why you think that?’, ‘Is that always the case?’, ‘I’m not 
sure I understand. Can you make it clearer?’, ‘Does this remind you of anything 
we found when we were studying . . .?” 

Redirecting questions to other pupils can be a productive way of probing and 
keeping the class or group involved in the thinking. For example: ‘Can anyone 
else help?’, ‘Can we accept that answer?’, ‘How does that fit with your idea, 
Susan?’, ‘You've nearly got it. Can anyone else explain the last step?’, ‘Does that 
help us with this . . .?”, ‘Can we think of a better way to put that?’ 


Recording 

Another approach allows you to accumulate a range of responses to a question 
and to avoid evaluating individual answers. In this case you hold a string of 
answers (by recording on a chalkboard, an overhead projector or by repeating 
aloud) for general consideration and discussion. In the same way you can build 
up a teaching sequence, such as solving a mathematical challenge, restructuring 
or analysing an investigation, considering ‘for’ and ‘against’. Recording answers 
allows thinking to be held for more careful consideration and evaluation. In the 
‘onc ind tecapping or summarizing responses is helpful in keeping thinking 
‘ocused. 


Praising and developing rapport 

As always, remember the value of encouragement and praise: ‘That’s a new 
point’, ‘We could use that idea’, ‘Simon knows something about this’, ‘I hadn’t 
thought of that. Well done’; ‘You’ve nearly got it...’ 

Additionally, there is much value in encouraging pupils to formulate and ask 
questions for themselves and each other. Nor do you lose facé by acknowledging 
that you don’t always get it right, ‘That wasn’t a very good question, let’s try 
another one.’ Indeed, question and answer sessions are an important form of 
classroom interaction for the development of rapport. They have an evaluative 
element and, as relatively overt and public, they are potentially threatening to 
pupils. Respectful interaction, perhaps even with a little humour, is likely to be 
greatly appreciated. 
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a Reflective Activities 13.2 and 13.3 suggest ways of examining question-and- 
answer sessions with regard to asking questions and handling responses. In 
addition these activities invite you to consider the management of such sessions 
particularly in connection with the distribution of questions/responses between 
boys and girls and pupils of different attainment. Also of interest are the patterns 
of participation in a session, whether pupils volunteer or are nominated. It is 

useful to note the context, e.g. one-to-one, group, whole-class. 
The discussion above has focused primarily on teacher-led direct instruction 
mM (Muijs and Reynolds, 2001, Reading 13.4). It has been well established by 
research over the years that teacher-led question-and-answer exchanges are a 
dominant feature of primary school classroom communications (Edwards and 
Westgate, 1994; Osborn et al., 2000). As you may have identified for yourself, 
one of the weaknesses of teacher-directed talk is that the pupil’s role in these 
discourse processes is often one of respondent, where the skill of the exercise 
could be more related to ‘guessing what the teacher wants to hear’ rather than to 
the pursuit of personal understanding. Pupils ask very few questions in school 

Beck, 1998; Dillon, 1988; Wood, 1986). 


Reflective activity 13.2 
Aim: To investigate teacher questions within question-and-answer exchanges. 


Evidence and reflection: Either tape record a suitable teaching session, or, 
by agreement, obserye a colleague. Choose three five-minute periods in the 
teaching session (e.g. beginning/middle/end) and write down the questions the 
teacher asks during each period. 

It may also be possible to code the audience to whom the questions were 
addressed, (e.g. B= boy, Bg = group of boys, G = girl, Gg = group of girls, Mg 
= mixed group, C = class). 

(ONE The questions could be classified using the pedagogic or psycho-social 
categories from Checklist 13.2. 


Extension: Classifying questions should highlight the variety and level of the 

cognitive demands that were made. It is then possible to consider whether 

what we do matches our intentions and, if not, what changes could be made. 
If the audience has been noted, it is also possible to analyse the distribution 

of questions and to consider any implications. 

The activity could be repeated to analyse pupils’ questions. 


As we have discussed earlier, a social constructivist view of learning would 
advocate learners taking a more active role by initiating discussion, asking 
questions and making the learning their own. Strategies for organizing talk 
in ways that provide pupils with more space in which to initiate, extend and 

= elaborate personal meanings are important. With this in mind we now move on 

i to consider classroom discussions. As we have already suggested (see Chapter 12, 
Section 1) ‘it is often, difficult to engage, motivate and include large groups of 
pupils in a single discussion. As you read, you might consider the extent to which 
you may be able to overcome this. 
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Reflective activity 13.3 


Aim: To investigate teachers’ handling of pupils’ responses within question- 
and-answer exchanges. _ 


Evidence and reflection: Choose three five-minute periods during a teaching 
session (beginning/middle/end) and record how the teacher handles pupil 
_ responses during each period. 
The responses can be related to the use of pausing, prompting and probing 
| discussed above. Remember that the use of these strategies should be matched 
to the teacher’s purpose. 


Extension: Analysing the data may help reflection upon the teacher’s inten- 
tions, and whether they were fulfilled. It may also illuminate the extent to 
which pupil responses are ‘heard’ and engaged with by teachers. What effects 
can be identified resulting from the ways in which pupil responses were 


handled? 


Considering class discussions 


Discussion makes an absolutely fundamental contribution to learning. Its 
importance is well established for the development of very young children and 
Wells (1986, Reading 12.1) coined the attractive image of ‘conversation as the 
reinvention of knowledge’. This is relevant for learners of all ages. Barnes (1977) 
refers to pupils ‘talking themselves into understanding’, a process which we will 
probably all recognize if we reflect on our own learning processes and the element 
of exchange, construction and interpretation which is involved. Of course the 
psychological theories of Vygotsky and Bruner are central to this (see Chapter 7, 
Section 1.3, Readings 7.3 and 7.8). 

However, as we have already suggested, much so-called ‘discussion’ in schools 
takes the form of teacher-dominated transmission of pre-established knowledge. 
One common result of such tight teacher control is that pupils’ engagement may 
become relatively routinized and ritualistic. According to Edwards and Mercer 
(1987, Reading 12.3), classroom discussions certainly function to ‘establish joint 
understandings’ and ‘common knowledge’ between teachers and pupils. They 
conclude that ‘the basic process is one of introducing pupils into the conceptual 
world of the teacher. It is essentially a process of cognitive socialisation through 
language’ (1987, p. 157). We might note, however, that teacher perceptions 
should, and often do, change and evolve in relation to pupil responses. We are 
also learners. 

Because of the imbalance of power in classrooms between pupils and teachers - 
important both for learning and control — pupils normally do what the teacher 
has decided. Thus the idealized conception of the handover of control from 
teacher to self-directed learner is seldom realized, even in higher education. 
Whilst such teacher control is appropriate for some purposes, a genuine class 
discussion must start with some attempt to elicit opinions and knowledge from 
the pupils, to treat these views seriously and to explore their consequences. It is 
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also productive to make the purposes of such activity explicit for pupils in terms 
of learning goals. What kind of questions would you ask to begin this process? 
How could you encourage pupils to ask questions based on their own prior 
knowledge and experiences? 

To be clear about distinctions between the various forms and purposes of 
discussion is particularly important for teachers. At the beginning of a session a 
teacher may wish to find out what pupils already know about the topic on 


av | Checklist 13.3 


Aim: To examine discussion skills. 


A reflective teacher may find it useful to consider some of the following 
questions: 


1. Do the participants take turns or do they frequently talk over each other or 
interrupt? 


Do they invite contributions, redirect contributions for further comments, 
give encouragement? 


Do they listen to each other? Are they willing to learn from each other (i.e. 
respond and react to each other’s contributions)? 


Do they indulge in ‘parallel’ talk (i.e. continue their own line of thinking)? 
Does conflict emerge or is harmony maintained? 
Is conflict positively handled? 

© by modifying statements, rather than just reasserting them? 

© by examining assumptions, rather than leaving them implicit? 


© by explaining/accounting for claims? 


tN 


. Do participants elaborate their contributions? 

© by giving details of events, people, feelings? 

© by providing reasons, explanations, examples? 
Do they extend ideas? 

© by asking for specific information? 

© by asking for clarification? 
Do they explore suggestions? 

@ by asking for alternatives? 

© by speculating, imagining and hypothesizing? 
Do they evaluate? 

© by pooling ideas and suspending judgement before making choices? 
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which he or she wishes to focus. This ‘elicitation’ may be achieved through 
open questioning. The elicitation may call for factual knowledge or opinions, If 
the pupils are to become genuinely engaged then the teacher must be prepared 
to wait a while for answers and must resist the temptation to provide the 
answers themself. Where the information that is elicited from pupils is also 
examined, interrogated and interpreted, then the episode becomes a more 
open-ended ‘exploration’. It is the latter, exploratory, situation which can be 
identified as a discussion. In addition to asking questions, reflective teachers 
also consider how they might use the pupils’ own questions effectively in the 
discussion. 

The content of what is discussed may vary considerably and may include what 
is believed to be factual knowledge, opinions, speculation, hypotheses, etc. It is 
the manner in which the content is treated rather than the content itself which 
is the distinguishing factor between elicitation and exploration. The teacher’s role 
is to structure learning activity which involves discussion and to ensure that 
pupils develop the associated skills which make the process possible and effective 
(Phillips, 1985, Reading 13.6). We deal with this in more detail in Section 2 of 
this chapter, when we focus specifically on group work. 

Discussion can also be distinguished from debate in terms of both aims and 
style. Discussion aims to explore and is relatively.loose and informal in style, 
whilst debate aims to persuade and is more tightly and formally structured. The 
recognition of the importance of such oral forms is given, for example, in the 
national curricula of England and Wales. They refer to discussion skills as well as 
to argumentation in both oral and written form. 


Focusing on listening 


If communication is a two-way process, we have dwelt long enough on the 
speaker, or ‘initiator’. It is also necessary for teachers and pupils to be competent 
listeners, or ‘receivers’. However, we have already noted how the position of 
‘initiator’ is usually taken by the teacher and that the role of ‘receiver’ is more 
often than not assigned to the pupils, 

It is possible to identify different types of listening situations within class- 
rooms, which serve specific purposes and impose particular demands. These 
purposes can be categorized in the following way: 


® Interactive listening: such as during a discussion, where the role of speaker and 
listener changes rapidly. In such circumstances, where participants need to 
exercise ‘bidding’ skills, for example, by raising a hand; sitting more upright 
and forwards; or by starting to move their lips. Some individuals will not have 
acquired any such skills and thus find it very hard to draw attention to the fact 
that they want to join in. Others may find it hard to notice tentative moves by 
group members and therefore may not ‘let others in’. An effective way to teach 
these skills is to involve children in role-playing discussions, with exaggerated 
conversational ‘vices’, 


© Reactive listening: where listeners follow an exposition. For example, a set of 
‘instructions may be given which pupils are then expected to act upon, or an 
extended input of information may be provided, which the listeners are 
expected to be able to ‘take in’, possibly ‘take notes’ on, and then respond to. 
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In reactive and interactive listening, the emphasis is on following the meaning 
of the speakers. Differences are often in the degree a formality and the status 
of the speaker vis-a-vis listeners. 

Discriminative listening: where listeners have to erent between and 
identify sounds rather than meaning. For example, phonic sounds for spelling 
or reading purposes, or environmental/musical sounds. 

Appreciative listening: where listeners listen for aesthetic pleasure, perhaps to 
musical or environmental sounds. For example, to the rhythm or sounds of 
words in poems and stories; or to other languages or accents. _ f 


teil 
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It is useful to distinguish between these different types of listening so that 
we can be aware of the demands we make upon ourselves and the pupils. For 
example, how often do we allow appreciative listening, requiring perhaps a 
receptive level of listening? Do we convey how we want the pupil to listen actively 
in such a situation? How often do we demand extended attention, in a reactive 
situation, so that we hear someone out, follow a line of argument, consider a 
large amount of information, before moving into discussions? 


Lf | Reflective activity 13.5 
Aim: To appraise the listening skills of individuals. 


Evidence and reflection: Record, or observe, a range of individuals (including 
the teacher) during a normal teaching-learning session in a classroom. 

Note the types of listening called for and the contexts. Also, note any child’s 
behaviour that might indicate that they heard, understood or responded. 
For example, did they look at the speaker, or look around; appear to agree, 
answer questions, offer suggestions; show awareness of others’ needs, take 
turns? 


Extension: By watching individuals closely, it may be possible to pinpoint 
more precisely any difficulty a child might have, and whether it is specific to 
certain types of listening or contexts. 


As reflective teachers, we may want to be aware of the different demands that 
each type of listening makes. We also need to consider how many different listen- 
ing contexts are experienced and how this might affect our listening and that of 
our pupils (Dickson, 1981). 


2. GROUP DISCUSSION IN CLASSROOMS 


Prior to the introduction of the National Literacy and National Numeracy 
Strategies, a great deal of emphasis had been placed on the use of group work in 
classrooms. This was based on the knowledge that it is a very common means of 
working in the adult world. Indeed, the success of the human species itself has 
been attributed to the capacity to co-operate (Schmuck, 1985). However, there is 
increasing evidence to suggest that while social groupings continue to be com- 
monplace in many primary classrooms, genuine group work remains relatively 
rare (Galton et al., 1999) even during the middle section of the Literacy Hour 
(Cordon, 2000). 

Link Group work also, of course, fits well within the social constructivist model of 
learning, which we considered in Chapter 7, Section 1.3, and this potential has 
been exploited in a number of excellent studies of classroom group work (see for 
example, Bennett and Dunne, 1992, Reading 13.7; Galton and Williamson, 1992). 
Vygotskian ideas emphasize the importance and meaningfulness of the social 
context in which the learner acts, Co-operative classroom group work, at its best, 
can provide a particularly good context for pupil learning. However, clarity of 
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goals, the appropriateness of the task and the composition of the group have been 
found to be particularly significant. Bennett and Dunne (1992), for instance, offer 
an illustration of a teaching cycle for a group task on co-operatively producing a 
plan for a story. This is based on the five key elements, or phases, in the teaching 
cycle which had been identified in Bennett and Dunne’s research. 


Teacher intention 
To make a story plan working ao 
Assessment obey SS 
diagnosis ret ae 
Awell-matched task. 
Although Becky didn’t Plan a story plan that takes 
contribute much, her presence place on the beach 
gave the others opportunity 
for group leadership. Some of 
the other group members 
helped to give her confidence. 
More experience needed in 
working in groups, perhaps Presen 
with condition that they all A ‘wv pion exploring caves, 
participate in presentation at rock pools, etc. Class discussion 
the end, so that Paul and with teacher followed by group 
Becky are encouraged to play co-operation in discussing and 
a fuller part making a story plan using pictures 
and words 

Pupil task performance 

Definite leadership and 

evidence of co-operation, 

Laura in particular was very 

supportive of weaker 

members of the group. There 

was some building on each 

other's ideas, but other times 

ignoring each other’s ideas 


Figure 13.2 A teaching cycle for an illustrative group task (Bennett and Dunne, 
1992) 


Despite many of the positive outcomes which can emerge from such collabora- 
tive, learner-centred contexts, large classes with a wide range of pupil abilities, 
personalities, aptitudes and experiences pose severe challenges to any teacher. 
Indeed, the most consistent finding from the research is that, despite the commit- 
ment to this form of classroom practice, it is very difficult to implement consist- 
ently. From the point of view of a reflective teacher, a number of issues arise. 
These relate to: 
© Structure and process 
® Motivation and inclusion 
®@ Management 
Ct) 


Monitoring. 
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2.1 Structure and process 


There are many formulations of structures and processes for this kind of learning, 
The model we offer here is based on the one used in the Avon Collaborative 
Learning Project (Avon County Council, 1993). The structure described was 
designed to encourage collaborative group work in which discussion would play 


a major part. 


The structure comprises four explicit and sequential stages: preparation, 


planning, action and review (see Figure 13.3). 


Preparation 


Clarify the purpose and aims of the 
task in hand; identify the outcomes 
required, set standards for the task 
outcome. 


Pupils ask: 


Why are we doing this task? 

What are we trying to learn? 

What will we end up with when it is 
finished? 

What will it look like? Who is it for? 

How will we know if we have a 
successful outcome? 

How will we know if we have learned 
what we set out to? 


Planning 


Identify and assemble relevant facts 
and skills; decide what has to be done; 
translate this into a detailed action 
plan. 


Pupils ask: 


What do we know already? 

What ideas do.we have? 

What do we need to know? 

What resources do we have already? 

What resources will we need? 

What could each of us do that might 
help? 

How long have we got to complete 
this task? 

Who will do what? 

When should we do it? 


Review 


Review learning. The review can be 
concerned with the achievement of the 
task and the success of the process. 


Pupils ask: 


ieee we achieved what we set out 

to? 

Have we met the standards we set 
ourselves? 

What have we learned about the 
content of the task? 

What has gone well? 

What problems occurred? How could 
we avoid these in future? 

How could we co-operate better next 
time? 


Action 


Put the plan into action as a team. 
Build, stage-by-stage; on previous 
planning and preparation to meet the 
collective goals. 


Pupils ask: 


Are we doing what we planned to 
do? 

How are we doing for time/targets? 

Do we need to check/discuss what 
we have done so far? 

Are we using our collective skills 
most effectively? 


Figure 13.3 Stages in collaborative group-work 


310 


http://www.rtweb.info 


Group Discussion in Classrooms 


During the preparation and planning stages, decisions and ideas could be 
recorded by a designated scribe — a standard pro-forma might be useful in the 
early stages of working in this way. Groups can also be encouraged to select 
one member to act as observer of the group process and report back findings at 
the review stage. 

Group work often fails where pupils do not recognize talk as an important 
contribution to their learning; do not share a clear appreciation of the goal; or 
when they lack necessary skills to accomplish the task to their own satisfaction. 
In addition to understanding the cognitive task to be completed, learners also 
need to know how to work within a group context. All the participants also need 
to understand the ground rules of effective discussion in group work and have 
the confidence and skills to be willing and able to participate. These are complex 
and difficult issues for many, and reflective teachers should aim to structure the 
group activity in such a way as to ensure everyone understands what is expected 
of them and can make their contribution without fear of ridicule or humiliation. 
As we discussed in Chapter 12, Section 2.2, situations in which individuals can 
work together over time with people they trust in ‘friendship groups’ or with 
‘talk partners’ can help to create a suitably secure environment for less confident 
or quiet learners. 

Even in the best organized group activities, learning may be superficial if the 
talk is not developing thinking. However, research has shown how, with appro- 
priate guidance, Key Stage 1 and 2 pupils can become very skilled discussants in 
collaborative group work situations (Collins, 1996; Hughes and Westgate, 1998; 
Pollard et al., 2000). Many examples of classroom initiatives can also be found in 
the work of the National Oracy Project (Norman, 1990). 

It is also useful to recognize the kinds of group roles which participants might 
adopt which affect the dynamics of the group: leaders and followers, or jokers, 
inquisitors, non-participants, obstructionists and many other ‘characters’ might 
emerge. 

An implicit aim of collaborative group work is the development of skills of 
interaction which foster collaboration, encourage respect for individuals and 
the contribution they make, support the development and articulation of ideas 
and minimize conflict. These include active listening, taking turns, communi- 
cating clearly and concisely, being aware of the effect of one’s actions on 
other individuals, encouraging others, nurturing not criticizing ideas, tolerating 
opposition, creating enthusiasm. Checklist 13.4 may be useful for shaping 
observation of these interactive skills. 

Given the importance of making the ground rules of talk explicit to pupils, 
reflective teachers might consider involving pupils in their own evaluation of their 
participation in group work. The following evaluation sheet is a version of one 
devised with a group of Key Stage 2 pupils. Self-assessment of this kind can reveal 
real insights into pupils’ perceptions of themselves and their participation in small 
group activities. This may be especially true when the pupils devise their own 
schedule after some experience of participating in and discussing group work 
with others. 
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Checklist 13.4 
Aim: To examine communicative and interpersonal skills in group work. 


A reflective teacher may find it useful to consider some of the following 
questions: 


1. Do the participants take turns or do they frequently talk over each other or 
interrupt? 


Do they invite contributions, redirect contributions for further comments, 
give encouragement? 


Do they listen to each other? Are they willing to learn from each other 
(i.e. respond and react to each other’s contributions)? 


Do they indulge in ‘parallel’ talk (i.e. continue their own line of thinking)? 
Does conflict emerge or is harmony maintained? 
Is conflict positively handled? 
© by modifying statements, rather than just reasserting them? 
© by examining assumptions, rather than leaving them implicit? 
© by explaining/accounting for claims? 
2. Do participants elaborate their contributions? 
© by giving details of events, people, feelings? 
© by providing reasons, explanations, examples? 
Do they extend ideas? 
© by asking for specific information? 
@ by asking for clarification? 
Do they explore suggestions? 
® by asking for alternatives? 
© by speculating, imagining and hypothesizing? 


Do they evaluate? 


© by pooling ideas and suspending judgement before making choices? 
| 
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LY | Reflective activity 13.6 
Aim: To analyse the dynamics of group interaction and consider how we 
could and should influence the dynamics of the group interaction. 


Evidence and reflection: Tape (or video) a group discussion. General features 
can be monitored on the following schedule. Additional detailed analysis can 
be carried out using Checklist 13.4. 


Group characteristics Comments 


1, Composition of the group (e.g. size, 
sex, ability) 


2. Seating arrangement (draw 
diagram) 


3. Was there a leader, or scribe? 


4. Was this challenged? 


Group characteristics Comments 


5. Did anyone not participate? (How 
did the others respond?) 


6. In what ways did the group 
collaborate? 


7. Was help needed/requested? 


8. What intervention was given? 


9. In what ways was the task 
successful? 


10. Did the group feel satisfied? 


Extension: Information gained from such schedules can help in the analysis of 
group interaction. It can help in understanding the roles of the members and 
whether these change if the composition of the group changes. Devising our 
own schedule can make us more aware of what we are aiming at. It also 
provides a framework for action to develop the potential of the group. 

Based on what you have observed what might you do in future to influence 
the dynamics of group interaction? 
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Group motivation 


Perhaps the most important contributory factor to successful group work is the 
nature of the task itself, with both social and cognitive aspects (Bennett and 
Dunne, 1992, Reading 13.7). It is important to decide whether a task could just 
as effectively be done by an individual or whether there is a genuine need fora 
group. This, of course, depends on the purpose of the task and on the way it is 
presented. 

It has long been established that the teacher’s presence often inhibits pupils 
and prevents them from putting the issues in their own language and focusing on 
questions which they want to raise, Instead, in the presence of a teacher pupils 
engage in a game of ‘guess what’s in the teacher’s mind’; they therefore try to 
anticipate correct answers rather than raise questions or explore issues. A 
teacher’s presence can close down previously productive discussion (Collins, 
1996, Reading 12.6). In the National Literacy Strategy and National Numeracy 
Strategy pupils are expected to work without a teacher present for part of the 
lesson and to take responsibility for their own learning. However, without a clear 
perception of the nature of the task and the Purpose of the activity, teacherless 
small-group activity can become a time for ‘chat and mucking about’, rather than 
for ‘discussion and work’, However, it has to be recognized that some off-task 
discussion might be educationally advantageous. This is especially true where it 
allows pupils to draw on their Previous experiences and make connections with 
their prior knowledge. 

Collaborative group work provides a unique context for pupils in which they 
can learn and demonstrate new social skills. The composition of such groups is 
critical (see Chapter 10) and is more important than just attainment. Sometimes 
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friendship groupings can be successful, but not if friendship is more highly 


Checklist 13.5 


Aim: To involve pupils in the self-assessment of their own participation in 
group activities. 


Question Score 

How well did I try to include others? a ae EY, EY 
How well did I listen to other people’s ideas? ed AB 5 
How well did I express my feelings? Bee A a 
How well did I share my feelings? La 2y3a4 5 
How well did I show respect for other people’s ideas nuptial ee 

and feelings? 

Did L ask questions? derided 4 5 
Did I use an appropriate level of voice? reyes 4 Ss 
Did I disagree with others without putting them down? Lis 2h 484 5 
In my opinion today’s discussion WAS .......sssssssesesessserseneeseesneseeteneneseatsneneees 
J thirak J sweats jesusssiydedqceesseptysie tcsnboateths pte ee sited 1tedy ates este eee ltatepe¥eyeayentoponalGnoisaies 
Next tiie WOuld TKO tO: <ccvcsssestcecuccncsetssecssecucucvscsssvoncveyeveccesdseccacvencsasasncassnye 


MEURMMET Pei iy eA ee a 


prized by the members than critical exploration which might reveal friendship 
differences. Interest groupings might be useful, but not where personalities 
might clash destructively. A teacher therefore needs to be very alert to the social 
groupings within the class in terms of gender, race, etc., and to the placement 
of shy or less popular children and with regard to the possible interaction of 
different personalities. Reflective teachers will be sensitive to the needs of all 
children especially those who are anxious about speaking to people they do not 
know well or who find it difficult to form and sustain relationships with others. 
Devising strategies which make it possible for all children to participate in group 
discussions should be a part of every teacher’s lesson planning. 


Group management 


Group size and type are particularly important factors in management, but so 
too is the overall classroom context in which groups work. Many (see for 
example, Bennett and Dunne, 1992, Reading 13.7; Biott and Eason, 1994, 
Reading 13.8) advocate that co-operative groups are also involved in whole-class 
activities and that they report back to the whole class. This provides a sense of 
purpose and accountability within the culture of the class as a whole. 

For a discussion of the sorts of groups which are possible in the classroom, 
see Chapter 10, Section 2.1. Whatever size, type or composition of group is 
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chosen, the success or otherwise of -the activities which follow cannot be 
absolutely predicted. There are no consistent research findings but teachers are 
wise to attend carefully to the personalities and attainment of the children whom 
they select to work together. It is also crucial that the task, and its parameters, is 
clearly presented. 


2.4 Monitoring group discussions 


Several phases have been identified in successful group work which can be used 
as a framework in monitoring progress. First, children need to be encouraged 
to spend time orientating themselves to the other members of the group. They 
need time to listen to each other and to explore the demands and boundaries 
of the particular task. Second, during the development phase, the participants 
must learn to share ideas and extend suggestions and give time for the ideas to 
incubate. Although the number of contributions at this stage may be an indica- 
tion of exploration and collaboration, it is the nature of the interactions which is 
of greatest importance to the quality of discussion. In the third, conclusion phase, 
the quality of group interaction, together with the quality of the ideas themselves, 
should be evident. This should be apparent if a final ‘product’ is shared with the 
rest of the class. 

A major component of developing discussion skills is encouraging the 
participants to monitor themselves. While the more socially and linguistically 
competent children may well ‘pick things up’, and therefore learn to discuss by 
discussing, children with less meta-cognitive awareness (see Chapter 7, Section 
2.6) may benefit from more specific support. Hence, discussion about discussing 
can make an important contribution to developing co-operation. At the end of 
a discussion, a group can be asked if it thought it had been a ‘good’ discussion - 
and if so, what had made it good. The children could be encouraged to consider 
their discussion and identify useful strategies using their own terms. These can 
then be compared to those in Checklist 13.5. 

Teachers can do a number of things to help develop constructive group work 
and discussion. For example, by praising those strategies which children use, they 
can motivate children to want to contribute. Role-play in which children have 
been given secret roles (interrupt a lot, always agree, don’t listen to them, say 
nothing, say lots) can highlight key issues, whilst also introducing an element 
of fun. It is important too that the classroom is managed so that opportunities 
for discussion can be supported. Finally, teachers need to monitor discussions 
with the children and to record their progress and problems. 


CONCLUSION 


This chapter has built on the ideas raised in Chapter 12 and has considered how 
we use language in our teaching to support pupil learning. We have approached 
the issue of teaching strategies in a relatively technical way. However, there 
tf are important links back to Chapter 6 on classroom relationships, for teaching 
strategies certainly contribute to the climate of the classroom and its ‘moral 
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order’. Additionally, there are links to Chapter 5, and the processes and 
experiences that contribute to each child’s evolving sense of personal identity. 
How can we promote the ‘active learning’ of pupils (Moyles, 2001, Reading 
13.3)? Classroom teaching can enable and develop positive learner identities - 
but it can also constrain and undermine confidence. Such processes underlie 
classroom life and justify the sense of moral responsibility that many teachers 
feel. Pollard et al. (2000, Reading 7.11) developed an analysis of this as part of 
their evaluation of the impact of the Education Reform Act in England. Coming 
from a related direction, Osler and Starkey (1998, Reading 13.9) draw attention 
to the ‘human rights’ of children (such as ‘dignity’, ‘participation’, ‘inclusivity’) 
and their implications for teaching. 

It is now time to consider the assessment of learning and how reflective 
teachers might analyse and respond to it. This is the subject of Chapter 14. 
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[ Enhancing professional standards and competences 


This chapter will contribute to satisfaction of professional requirements for 
assessment in each part of the UK. For example, in England, the TTA requires 
that those awarded Qualified Teacher Status can: 


Make appropriate use of a range of monitoring and assessment strategies to 
evaluate pupils’ progress towards planned learning objectives, and use this 
information to improve their own planning and teaching. 


Monitor and assess as they teach to give immediate and constructive feedback to 
support pupils as they learn. 


Involve pupils in reflecting on, evaluating and improving their own 
performance. ‘ 


Record pupils’ progress and achievements systematically to provide evidence of 

the range of their work, progress and attainment over time. They use this to help 
pupils review their own progress, and to inform planning. 

(TTA, 2002, Standards for the Award of QTS, 

standards 3.2.1, 3.2.2, 3.2.6) 


There are differences of detail in Scotland, Northern Ireland and Wales, but 
core issues concerning assessment are impervious to time and place. The 
role of the professional teacher is to use assessment constructively, and to be 


aware of its power to distort both curriculum and learning. 


INTRODUCTION 


In recent years and in most parts of the world, assessment has become more and 
more important in education. This has occurred for two reasons. 

The first, and by far the most significant, has been the concern of governments 
to introduce ways of ‘measuring’ educational outputs. In the United Kingdom in 
the early 1990s this was seen as a means of enabling parents to compare schools 
so that they could choose where to send their children, with the assumption that 
the operation of an ‘educational market’ raises standards. Labour governments 
from 1997 have continued to place great emphasis on standards of literacy and 
numeracy, as measured by testing. They have put pressure on all schools to 
perform well, within a context of diversity of types of schools, and ‘earned 
autonomy’ for schools judged to be successful. The use of output-assessment 
data, in the way required by these arguments, is known as ‘summative’. 

The second reason for the growth in interest in assessment derives from the 
increasing realization of the value of continuous assessment in informing teaching 
and improving learning. An influential review of research by Black and Wiliam 
(1998, 1998c) emphasizes the potential of assessment used in this way to raise 
standards — assessment for learning (AfL). As a course of study or a lesson pro- 
gresses, a teacher gathers evidence of pupil responses and adjusts the learning 
programme to meet pupil needs. Teachers are thus able to engage more directly 
and accurately with the development of the learner’s thinking and understanding. 
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Pupils themselves are involved in the processes of assessment and learnin 

through reflecting on their own progress and responding to feedback. The 
use of process-assessment data, as required by these arguments, is known as 
‘formative’. 

The basic difference in purpose produces serious tensions between these two 
forms of assessment — for instance, comparison vs support, product vs process, 
government vs professional control, Many assessment experts suggest that the 
effectiveness of one form of assessment is likely to have the unfortunate effect of 
undermining the effectiveness of the other (see Harlen et al., 1992, Reading 14.1 
for an important discussion of the purposes of assessment). In particular, when 
summative testing is emphasized, there is a tendency for teaching to be narrowly 
directed towards whatever the tests measure. A broad and balanced curriculum ig 
thus distorted (e.g. Gipps, 1990, Broadfoot et al., 1991). Other commentators 
feel that the two major forms of assessment can be mutually supportive — forma- 
tive assessment supports the process of learning, summative assessment measures 
the result. 

Another way of viewing the purposes of assessment is to consider the people 
assisted or informed by the information. 


© Assessment helps children learn by providing them with feedback so they 
know what they have achieved and how they can improve; enabling them to 
judge and take responsibility for their own learning; providing encourage- 
ment; and helping to develop the skills of lifelong learning. 


© Assessment helps teachers by providing them with information about 
children’s learning so they can adjust their teaching; inform their planning; 
set appropriate targets; and evaluate the effectiveness of their teaching. 


© Assessment helps others by providing information about attainment and 
‘progress which informs parents; enables the next teacher and/or school to 
build on previous learning; informs school improvement planning, helps 
evaluate the effectiveness of earlier developments, feeds into target setting, 
and contributes to performance management, all of which are the concerns of 
school leaders. 


Whatever purpose is to be served by assessment, there are some fundamental 
principles which should influence practice. The Association for Achievement 
and Improvement through Assessment (AAIA) has produced a set of principles 
to guide all assessment, recording and reporting, as well as principles relating to 
each aspect of assessment. 

How children feel about their learning is a key factor in their success. Children’s 
motivation and self-esteem are very vulnerable and responsive to the processes 
and outcomes of assessment (see also Chapter 9, Section 3.2 on differentiation). 
Both can be enhanced by assessment, but all too often they are damaged, often 
unintentionally. The pupil experience of assessment is considered in more detail 
in Section 3.5, but the effects of assessment practice on children’s motivation and 
self-esteem need to be continually borne in mind. 

Whenever teachers are engaged with assessment, they should be reflecting upon 
purposes and principles, as well as the impact of their practice on children’s 
motivation and self-esteem. 

This chapter is organized in five parts. We begin by considering the 
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Assessment, recording and reporting should: 
e offer all pupils an opportunity to show what they know, understand and can do 
e help pupils to understand what they can do and what they need to develop 


e recognise that the National Curriculum does not encompass all learning; there is 
the wider curriculum and pupils’ personal and social development 


e be based on a considered view of what learning should be assessed in each 
subject or area of experience 


e relate to shared learning objectives 

e advance the learning process 

e enable teachers to plan more effectively 

e help parents to be involved in their children’s progress 


@ provide schools with information to evaluate work and set suitable targets. 


Figure 14.1 Fundamental principles for assessment, recording and reporting (AAIA, 
1998) 


interrelationship of teaching, learning and assessment, and the very positive 
= forms of support to learning which can derive from formative assessment. In 
| Section 2 we concentrate on summative assessment, before reviewing some of the 
key issues in assessment in Section 3. Section 4 concerns records and reporting, 
while Section 5 looks at the use of assessment information. 
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The Compendium in RTweb may be particularly helpful for the technical 
aspects of this chapter. 


1. ASSESSMENT FOR LEARNING - FORMATIVE 
PURPOSES 


1.1 Assessment judgement in teaching-learning processes 


We have repeatedly drawn attention in this book to the role of judgement 
in determining appropriate teacher actions, and this is of paramount import- 

= ance in the flow of teaching-learning processes. The social constructivist 

| model reviéwed in Chapter 7, Section 1.3, conceives of teachers analysing pupil 
skill and understanding, in the course of an activity or task, so that appro- 
priate information, questions, explanations or advice can be offered. A teacher 
acts, we suggested, as a ‘reflective agent’ who makes accurate judgements, 
provides an appropriate teaching input and thereby ~scaffolds the child’s 
understanding across what Vygotsky called the ‘zone of proximal development’, 
Children’s knowledge and understanding are thus extended, by appropriate 
teaching, to levels which could not have been attained without the teacher 
intervention. 

mL Notwithstanding the need for subject knowledge (see Chapter 8, Section 3) 
and a repertoire of teaching skills (Chapter 12), this process is fundamentally 
dependent on the quality of the teacher’s formative assessment. Without that, 
an intervention could easily be inappropriate and confuse the child’s attempt 
to construct a meaningful understanding - and evidence from Bennett et al. 
(1984) has shown just how common this is. This, then, is the direct link between 
assessment and learning in modern primary-school practice. Without it, no 
teacher can hope to support children’s learning appropriately as both ‘Excel- 
lence and Enjoyment’ (Department for Education and Skills, 2003a) and new 
initiatives on ‘personalized learning’ recognize. 

It is worth looking at the various stages of this process in more detail and 
we represent it, schematically, in Figure 14.2 (derived from National Primary 
Centre (SW), 1991). Five phases of a teaching programme are distinguished 
in this model. They build, progressively, from children’s existing knowledge, 
understanding and skill and, at each point, the role of teacher assessment is 
emphasized. 

Such a model is helpful in highlighting the significance of formative assessment. 
Continuous assessment is the crucial means through which a teacher ‘connects’ 
with the pupils’ thinking, and is thus able to extend, challenge and reinforce it as 
appropriate. 


1.2 Findings from research 


Many recent developments in formative assessment, also known as assessment 
for learning, have been prompted or endorsed by the work of the Assessment 
Reform Group, an offshoot of the British Educational Research Association. 
Black and Wiliam (1998) conducted an extensive survey of research literature in 
order to answer the following questions: 
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@ Is there evidence that improving formative assessment raises standards? 
@ Is there evidence that there is room for improvement? 


@ Is there evidence about how to improve formative assessment? 


The answer to all three questions is ‘Yes’. 


Z =e ¢| 
Reflective activity 14.1 


Aim: To study key phases of a teaching session. 


Evidence and reflection: Plan to teach a session involving some new learning 
to a group of children. As’ you plan, think about the five phases which are 
identified in Figure 14.1 and about the role of assessment. Consider how 
best to orientate the children, how to elicit and then make use of what they 
already know, etc. Having thought about the possibilities, be prepared to 
respond to their input. f 7 
Prepare for obtaining a record of what happens. For instance, you could set 
up a video or ask a colleague to observe you. In the case of the latter, try to get 
your colleague to make detailed notes on what is said by both you and the 
children. 
Teach the session. $ 
Analyse what happened. Were the five phases apparent and helpful? What 
opportunities for assessment occurred? Were they used to maximize the 
quality and appropriateness of the teacher input? 
| Extension: This is primarily an activity for awareness raising. We suggest you 
| try it from time to time, mulling over the results and considering ways in 
which you could apply the insights about your teaching which you obtain. 


Formative assessment can produce substantial learning gains for all learners, 
with (the previously) lower attainers improving even more than the others. This 
means that the spread of attainment is reduced whilst attainment is raised overall. 
The formative assessment processes which lead to these improved performances 
also equip pupils for taking responsibility for their learning. The Assessment 
Reform Group (ARG, 1999, p. 2) summarize the findings by saying that: 

The important message now confronting the educational community is that assess- 

ment which is explicitly designed to promote learning is the single most powerful 

tool we have for both raising standards and empowering lifelong learning. 
Black and Wiliam present the evidence about how to improve formative assess- 
ment in five points. 

Feedback to any pupil should be about the particular qualities of his or her work, 

with advice on what he or she can do to improve, and should avoid comparisons 

with other pupils. 
(Black and Wiliam, 1998, p. 9) 


This point emphasizes the importance of self-esteem and motivation for success- 
ful learning, and reminds us to focus comments upon the actual work, rather than 
the pupil. Rewards, such as gold stars, or grades, tend to result in children trying 
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motivated 
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STRUCTURING find out and clarify to assess pupil Discussing 
what they think understanding in Predicting 
order to plan 
appropriate next 


steps 


INTERVENTION/ 
RESTRUCTURING 


‘Provides Practising 
opportunities for Observing 
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actively, in learning Recording 
tasks Speculating 
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to observe pupil 
behaviour and, by 
assessing their skill 
and understanding, 
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interventions 


Encouraging 
children to test, 
develop, extend or 
replace their ideas 
or skills 
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value of what they for the teacher to Hypothesizing 
have done guide them in Reporting 

consolidating their Evaluating 
understanding 
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new learning and to 
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relate what they 
have learned to 
their everyday lives 


Enables the children 
to locate new 
learning meaningfully 
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of their lives 
Provides an 
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points 


Relating to 
experience 
Discussing 
Interpreting 


Figure 14.2 Phases of teaching, learning and assessment 
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to find ways to obtain the rewards themselves, rather than thinking about their 
actual learning needs. Time and energy can be spent looking for clues to the ‘right 
answer’, and many are reluctant to try for fear of failure. 


For formative assessment to be productive, pupils should be trained in self- 
assessment so that they can understand the main purposes of their learning and 
thereby grasp what they need to do to achieve. 

(Black and Wiliam, 1998, p. 10) 


Self-assessment is concerned with thinking about your own performance in 
relation to clearly stated objectives. It is not, as some have interpreted self- 
assessment, checking your work against an answer sheet. A word not to be over- 
looked in the quotation is ‘trained’. Self-assessment is a skill, which like any other 
skill needs coaching and practice. Black and Wiliam say that the necessity for 
pupils to have an overview of their targets for learning, and for them to think and 
talk about their learning means that ‘self-assessment by pupils, far from being 
a luxury, is in fact an essential component of formative assessment’ (Black and 
Wiliam, 1998, p. 10). 


Opportunities for pupils to express their understanding should be designed into any 
piece of teaching, for this will initiate the interaction whereby formative assessment 
aids learning, 


The dialogue between pupils and a teacher should be thoughtful, reflective, focused 
to evoke and explore understanding, and conducted so that all pupils have an 
opportunity to think and to express their ideas. 

(Black and Wiliam, 1998, pp. 11, 12) 


These points reinforce the importance of classroom practices which really enable 
children to demonstrate their understanding, and enable teachers to develop 
real insights into children’s thinking. Sometimes the tasks we set mean that 
it is possible for children to get the right answers for the wrong reasons, and 
without carefully designed and conducted questioning and discussion these 
misconceptions may remain undetected, and so become a bar to later learning. 


Tests and homework exercises can be an invaluable aid to learning, but the exercises 
must be clear and relevant to learning aims. The feedback on them should give each 
pupil guidance on how to improve, and each must be given opportunity and help to 


work at the improvement. 
(Black and Wiliam, 1998, p. 13) 


Just as oral questioning can provide teachers with rich assessment information, 
so too can written questions, provided they are carefully constructed. Devising 
questions and tasks which give real insights into children’s understanding can 
be difficult, and whenever possible teachers should work together to collect 
and share good questions. Black and Wiliam’s review of research showed that 
the quality of feedback is a crucial element in effective formative assessment. 
Feedback improves learning when it gives specific information on strengths and 
weaknesses of the work in relation to the learning objectives, and provides 
guidance on how to improve (Burrell and Bupp, 2000, Reading 14.3). Marks 
reduce the effectiveness of any comments given. In order to really learn from the 
comments, pupils need time to put into practice the suggestions for improvement. 
This has implications for the lesson planning (for example, building in time for 
children to respond to the teacher’s comments), and for the timing of assessments 
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linked to a unit of work. A test given at the end of a block with no time for proper 
follow-up will be useless for formative purposes: a review activity three-quarters 
of the way through may be more supportive of learning. 

One of the very important conclusions drawn by Black and Wiliam is that 
implementing the changes which research suggests will have such dramatic effects 
on pupil performance will not be easy in practice. This is because they challenge 
fundamental beliefs held by some teachers, firstly about the nature of learning, 
and secondly about the potential of all pupils to learn. The approaches to forma- 
tive assessment described above indicate a change in the roles and relationships of 
teachers and pupils, and the reflective teacher will realize that these are not easily 
or quickly achieved. Nevertheless, persistent teachers find that the rewards are 
enormous. 


Practical strategies for formative assessment 


Formative assessment has always been part of the repertoire of effective teachers. 
However, following the introduction of the National Curriculum it became 
considerably more refined. There were a number of curriculum development 
projects, such the National Primary Centre (South West’s) work on pupil self- 
assessment (Muschamp, 1994, Reading 14.5). An important research project by 
Gipps and her colleagues (Gipps et al., 1995, Gipps, 2000) traced the influence 
of ‘intuition’ and ‘evidence’ in assessment, and began to refine our under- 
standing of the importance of appropriate feedback (see Burrell and Bubb, 2000, 
Reading 14.3), 

Many teachers, advisers, consultants and lecturers continue to work hard 
at translating research findings on the value of formative assessment into the 
practicalities of classroom practice, and the quantity and quality of experience 
and evidence grows daily. For example, Shirley Clarke has taken the findings of 
Gipps, Black and Wiliam, and through extensive work with many primary school 
teachers has developed practical guidance (Clarke, 1998, 2001, 2003). 

She identifies six major strategies and, although many of these interrelate, a 
logical sequence can be identified. We review the major points of each below: 


Adjusting teaching to take account of learning 
© Plans should be regarded as guides not strait jackets. 


« Short- and medium-term plans need to be adapted to match pupils’ needs, 
bearing in mind longer-term plans and objectives. 


e Finding out about pupils’ knowledge, skills and understanding before starting 
a topic enables any necessary adjustments to the plans to be made so that 
learning is more effective. 


® Short-term plans should be regarded as working documents, and if they are 
annotated they also become records. 
Sharing learning objectives 


e There should be an expectation, on the part of children and teachers, that the 
learning objective for every lesson will be made clear, in language that is 
appropriate for the children. 
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e Learning objectives can be made explicit by a statement (for example, ‘By the 
end of the lesson we will have learnt ...’), or in the form of a question (for 
example, ‘How can we double ntibersa) 


© Write up the learning objective so that it is on view throughout the lesson. 
© Separate the objective from instructions about the activity. 


Sharing learning objectives is more effective if success criteria are also clarified; 
children can be invited to help create the success criteria by asking them ‘How 
will we know we have achieved this?’ Teachers can model quality by showing 
or demonstrating aspects of what it is that is being aimed for. 


e Explaining how the learning objective ‘fits into the world’ helps children 
construct understanding and appreciate the relevance of their learning. 


.) 


Asking children to repeat the learning objective helps establish it in their 
minds. 


© Refer to the learning objective throughout and at the end of the lesson. 


Questioning to support learning 

© Use a variety of questions for specific purposes, for example, to engage 
interest, to ascertain current knowledge, to gain insight into children’s 
understanding, or to check learning. 

© Questions, particularly those designed to probe thinking, are best planned in 

advance. Teachers should be encouraged to share questions to build up a bank 

of particularly effective questions. 

Use strategies in the classroom so that all pupils are thinking all the time. 

Apart from rapid recall questions, time is needed for children to think and to 

answer, and for teachers to think and respond. 

Encourage pupils to critique questions — the teacher’s, their own and other 

children’s. 


Self-assessment 

©@ It is a thinking and talking activity, not a writing one. 

© Self-assessment is a skill, and children, of whatever age, need to be trained in 
self-assessment. This can be done for example through modelling responses. 

© Self-assessment should be related to the learning objective, success criteria and 

any exemplification. 

A variety of approaches avoids boredom or unthinking responses. 


Self-assessment must be related to the task, not the learner. For example, 
‘What did you find hard, and why?’ not ‘Who found it hard?’ 


Feedback and marking 


® It should be provided as promptly as possibly, and ideally orally. 
© Feedback needs to include information about success in relation to the learning 
objective and success criteria, and the next steps. 
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© Comments about improvement should provide specific advice on ways to 
‘close the gap’ between the current performance and what is aimed for. 

© Comparison with others should be avoided, but comparison with previous 

work should be encouraged. 

Children must be able to read and understand teachers’ marking and 

comments. 

© Comments and codes relating to the learning objective (which children know 

mean for example ‘At this point you have achieved the learning objective and 

success criteria’) should be used, rather than symbols or rewards which act as 

grades. 

Provide time for pupils to read and respond to marking. 


Inform parents about the marking and feedback policy. 


Individual target setting 


® Appropriate targets should be decided with the pupil, on the basis of their 
work, and key learning objectives. 


© Targets should be as ‘SMART? as possible: Specific (exactly what needs to be 
done); Measurable (it will be clear whether or not they have been reached); 
Achievable; Relevant; and Timebound (they can be achieved within two to six 
weeks, depending on the child). 

National Curriculum levels should not be added to individual targets for 
pupils as they take the emphasis away from the specifics of what the pupil 
needs to do. They may also encourage unhelpful comparison with other pupils. 


© Targets are most effective if they are visible, for example by being written on a 
card, or a flap which can open out from the cover of a book. 


Establish a rolling programme of setting and reviewing targets with children so 
that the process is manageable. 


Whilst many people are adopting formative assessment strategies, the reflective 
teacher will be continually monitoring the detail of the way in which they are 
being implemented, and considering the effect the practice is having on the chil- 
dren. Unfortunately, it is all too easy to slip into doing things which one thinks 
are supporting assessment for learning, but in actual fact are having a detrimental 
effect. For example, if the teacher clearly states the learning objective at the 
beginning of the lesson, but just before the children start work reminds them ‘To 
remember your spellings, punctuation, paragraphs, best handwriting and those 
descriptive words we used last week’ the children have far too many things to 
attend to, and the point of the lesson may well be lost: Similarly, the positive 
support to learning given by ‘comment only’ marking may be totally undermined 
if the teacher adds a smiley face. Children will probably just look to see whether 
they have got a smiley face or not (a shorthand for ‘was my work good or bad?’), 
and ignore the teacher’s comment. Smiley faces and other devices such as stickers 
may possibly have a place if the children are always clear exactly which task 
related achievement they were for, but the reflective teacher will be alert to the 


way children are interpreting smiley faces and stickers, and the actual effect they 
are having, whatever the original intention. 
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Reflective activity 14.2 
Aim: To develop the use of assessment for learning practices in the classroom. 


Evidence and reflection: Think about a class you are working with, and 
the practical strategies for formative assessment listed in Section 2.2. Are 
there any which are particularly well developed? Which area would it be 
sensible to concentrate upon (bearing in mind the logical sequence of the 
strategies)? 

Decide which strategy you are going to work on, and use the'main points 
listed and any supporting resources you can access to think about and plan 
your development. You may need to talk to other people first, for example the 
class teacher (if you are a trainee) or the headteacher (if you plan to deviate 
from an agreed marking policy). 

Put your plans into operation (remembering that this is not a ‘quick fix’), 
be alert to the effect that they are having, and reflect upon the impact 
particularly upon children’s learning, their involvement, motivation and 
self-esteem. 


Extension: Find other people who are also working on formative assessment 
strategies and share ideas and findings with them. Move your develop- 
ment into other areas of the curriculum; extend the strategies you use. 


PR a me Sc) 


ASSESSMENT OF LEARNING - SUMMATIVE 
PURPOSES 


Assessment of learning is a phrase used for summative assessment, as aSsessment 
for learning is used for formative assessment. Since the introduction of the 
National Curriculum there has been a huge increase in the amount of formal 
assessment, often through testing, which is undertaken in primary schools. 


Statutory assessment 


In England there are statutory requirements for assessment in the final year of the 
Foundation Stage, and at the ends of Key Stages 1, 2 and 3. 

The Foundation Stage Profile was introduced into schools and other early years 
settings in 2002-3, replacing the large number of ‘baseline assessment’ schemes 
that had met the previous requirement for assessment on entry to primary educa- 
tion. The Foundation Stage Profile sums up each child’s progress and learning 
needs at the end of the Foundation Stage. For most children, this is at the end 
of the reception year in primary school, but profiles must be completed in any 
government-funded setting in which children complete the Foundation Stage. 

The Profile has 13 summary scales covering the six areas of learning which 
form the basis of the Foundation Stage curriculum. It is a summary record of a 
child’s attainment based on observations and assessments that have been made 
as part of the learning and teaching process. 
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In England,’ end of Key Stage National Curriculum assessment is carried 
out through tests or tasks, and Teacher Assessment, and applies to English, 
mathematics and science. At the end of Key Stage 1 there are a variety of tests and 
tasks designed for children working at different levels. The lowest attaining 
pupils at Key Stage 2 are assessed through Teacher Assessment alone. The 
Key Stage 1 tests and tasks are marked by the teachers, with Local Education 
Authorities undertaking audit to ensure consistency of administration and 
marking. The Key Stage 2 tests are marked externally. 

For end of Key Stage Teacher Assessment the teacher makes judgements 
for each child in the form of a level for each attainment target in English, 
mathematics and science; an overall subject level in mathematics and science is 
also calculated. 

The Qualifications and Curriculum Authority spells out the relationship 
between Teacher Assessment and tests and tasks: 


Teacher assessment is an essential part of the national curriculum assessment and 
reporting arrangements. The results from teacher assessment are reported alongside 
the task and test results. Both have equal status and provide complementary 
information about children’s attainment. The tests and tasks provide a standard 
‘snapshot’ of attainment at the end of the key stage. Teacher assessment, carried out 
as part of teaching and learning in the classroom, covers the full range and scope of 
the programmes of study. It takes account of achievement in a range of contexts, 
including that gained through discussion and observation. 

(QCA, 2003, p. 17) 


Despite the assurance from QCA that Teacher Assessment and tests and tasks are 
of equal status, they are not treated as such. The requirement for-Local Education 
Authorities to publish Key Stage 2 Teacher Assessment results alongside test 
results was dropped in 1999, although many LEAs continue to publish both. The 
media concentrate upon test results alone, and test results tend to be given greater 
prominence than Teacher Assessment in evaluating schools, for example by 
OFSTED. 

The DfES document ‘Excellence and Enjoyment’ (DfES, 2003) proposed a 
more flexible approach to testing at Key Stage 1. As a result a trial took place 
during 2004 which used national tests and tasks to underpin teacher assessment, 
with the teacher assessment level being reported nationally. The trial involved all 
schools in approximately 25 per cent of English LEAs. At the time of writing, the 
outcome of the trial and Ministers’ decisions are unknown. If there are to be 
changes to end of Key Stage 1 Statutory assessment as a result, it is envisaged that 
they will be implemented as from 2005. 

In Wales, children are first subject to statutory assessment when they start 
school in the Reception Year or Year 1. The purpose of this baseline assessment is 
to provide information to teachers that will help them to plan for individual 
pupils’ learning. End of Key Stage 1 tests have- been abolished in Wales, so 
Statutory assessment of seven-year-olds is by Teacher Assessment alone. Both 
Teacher Assessment and tests and tasks are used at the end of Key Stage 2. End of 
key stage statutory assessment applies to the core subjects which are English 
(except at Key Stage 1 in Welsh-speaking schools), mathematics and science. 
There are no performance tables in Wales. 

In Scotland, the previous system of National Tests for pupils aged five to 14 
was discontinued in 2003. It has been replaced by an online bank of assessment 
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materials based on Assessment of Achievement Programme (AAP) tests and tasks. 
These are used by teachers to confirm their judgements about pupils’ levels of 
attainment in reading, writing and mathematics. 

In Northern Ireland, teachers choose from a wide selection of units to confirm 
their classroom assessments of pupils in English, mathematics and also Irish in 
Irish-speaking schools. Pupils are not required to sit formal tests. 


Optional tests 


QCA has developed optional tests in English and mathematics for use with 
children at the end of Years 3, 4 and 5 to help schools in monitoring progress 
during Key Stage 2. Their format is based on the Key Stage 2 tests, and this 
change in style from Key Stage 1 assessment may be one of the reasons for the 
apparent dip in performance of some children at the end of Year 3. Unlike the end 
of Key Stage 2 tests, optional tests are marked by the teachers of the pupils being 
tested. This activity itself gives teachers an insight into the statutory assessment 
process, helps them become more familiar with standards, and provides them 
with detailed information about each child’s performance, well beyond that 
provided by the actual mark. In Wales, ACCAC have also produced optional 
assessment materials which cover most subjects of the curriculum in Key Stage 2. 


Other external tests 


A variety of other externally produced tests are used routinely by schools, 
although in some cases the reasons for doing so should be questioned. An 
unpublished survey undertaken by the Research Team at QCA revealed that 
despite arguments about there being ‘too much testing’ in schools, people 
are electing to do more testing than is required. A number of reasons for using 
additional tests are given, and some, such as the diagnosis of specific reading 
difficulties, may be laudable. 

However, much more serious than the over-use of tests, is the false confidence 
put in their results. Black talks of the ‘very limited reliability of external 
tests, which command a degree of confidence which they do not deserve’ 
(Black and Wiliam, 1998a, p. 158), an issue which is not well understood by 
either teachers or educational administrators (see also Wiliam, 2001). Similarly, 
Filer and Pollard (Filer and Pollard, 2000, Reading 14.7) have published a 
critique of supposedly ‘objective’ assessment practices, showing how they 
depend on the contexts and social practices in which performance, judgement 
and interpretation of judgement are produced, and so are vulnerable to bias and 
distortion. 


Annual Teacher Assessment 


Another way in which schools keep track of children’s progress 1s by using 
Teacher Assessment at the end of each year. Judgements are made in the same 
way as at the end of a Key Stage: by making a ‘best fit’ judgement against the 
level descriptions for each attainment target. Since one National Curriculum 
level represents, on average, two years’ progress, teachers sometimes refine the 
judgement by giving grades as well as levels (for example, 3c, 3b, 3a). The c, b,a 
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grading mirrors the grades used in some of the Key Stage 1 tests and tasks, and 
reflects the checking against adjacent levels that a teacher does when making a 
rounded judgement according to the QCA guidance. For example, a judgement 
might be: ‘3c: level 3 is the best fit description, but I also checked level 2 as the 
child is working at that level in some respects in this particular attainment target’. 
Although making an annual Teacher Assessment can be very useful, as with all 
forms of assessment there are some cautions to be considered. Firstly, the level 
descriptions were written to be used at the end of a Key Stage, and refer to the 
complete programme of study for that Key Stage. If they are used part way 
through a Key Stage the appropriate programme of study will not have been 
completed. Secondly, a refinement of a Teacher Assessment grade into, for 
example, 3c, may help in tracking progress more precisely, but it provides very 
little information about what the pupil actually understands and is able to do. 


2.5 Using summative assessment data 


Summative assessment data, whether from tests or annual Teacher Assessment, 
assist schools in tracking the progress of individuals, groups and the whole 
cohort. They are essential in providing the information to support whole-school 
target setting, and to track progress towards targets. Pupil performance data 
also has a role to play in providing the evidence for teachers’ performance 

i management (see Chapter 17, Section 3.3). Analysis of assessment information 
provides important information for teachers to use in adjusting their planning. 
These aspects of the use of assessment information are considered in more detail 
in Section 5 of the present chapter. 


3. KEY ISSUES IN ASSESSMENT 


The introduction of assessment procedures tends to cause anxiety. For instance, 
in the United Kingdom, of all the diverse features of the recent educational 
reforms, the assessment requirements have been of particular concern to teachers 
of young children. 

Of course, we should not forget that assessment happens informally, and 
quite naturally, all the time in relationships with people. Whenever people 
meet, judgements are made and expectations developed. During interactions, 
knowledge of each other may be reinforced, refined or changed. These new 
understandings are then brought to the next encounter. 

Such processes enable people to build reciprocal expectations, to develop close 
relationships and to become aware of needs, Sensitivity to others, empathy and 
understanding are thus founded, one way or another, on naturally occurring 
forms of assessment. 

However, there is a world of difference between this naturally occurring inter- 
personal awareness and assessment procedures which are required by national 
governments and are intended to be formally institutionalized in schools, detailed 
in league tables and made available to the press. The potential destructive power 
of such a system is immense, and in this section we consider some of the main 
issues which are raised. : 
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3.1. Teacher-pupil relationships 


There is concern that assessment procedures, particularly tests, may intrude upon 
(ince or even destroy the warm interpersonal relationships which have characterized 
| primary practice for so many years (see Chapter 6). As a teacher said to one of us: 


Relationships with the children is the key. If you get on well with them, discipline 
problems don’t emerge and you get more done. I also think they learn better in a 
secure environment and I certainly get more personal satisfaction from being with 
them —in fact, for me, it’s what is really rewarding about teaching. 


The fear is that, if badly handled, formal assessment may introduce tension and 
suspicion into teacher-child relationships, for few people feel comfortable when 
being assessed. More common is a sense of vulnerability, of exposure, of scrutiny 
and of threat. 

Early research on the impact of assessment in England and Wales (Gipps et al., 
1991, Pollard et al., 1994) suggested that teacher skill and commitment can 
minimize this potentially divisive effect. Nevertheless, the issue of how children 
feel about assessment and how this influences their relationships with their 
teacher is so important that it must be kept under review. 


Reflective activity 14.3 
Aim: To obtain direct evidence of children’s feelings about routine assessment. 


Evidence and reflection: We suggest that you work with a group of children 
from your class and discuss with them examples of some assessments which 
you have made. Perhaps you could use some written work that has been 
produced and look at any comments and corrections which you made, How 
do the children feel about your responses? ‘ 

You could also self-consciously monitor your verbal feedback to children 
during a teaching session. Listen to your comments, observe the children’s 
faces. How do they seem to respond? Are they delighted, wary, confused, 
anxious, angry, resigned? ee ria 
Extension: What ways of protecting children’s dignity can you develop, 
whilst still providing appropriate assessment feedback to them? Could you 
negotiate with the children to establish criteria by which their work will 
be evaluated? (See ‘sharing learning objectives’ in Section 1.3) 


3.2 Manageability 


An assessment issue which teachers are keenly aware of every day is manage- 
ability. It is simply not physically possible to gather, record, analyse and report 
assessment evidence of everything that children learn. , 
Assessment needs to be planned so that it is manageable, and so that over time 
significant evidence is obtained for each child across the broad curriculum. In 
looking at any unit of work reflective teachers, in conjunction with subject 
leaders, will be considering which are the key learning objectives that should be a 
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focus for assessment, taking into account their importance for supporting future 
learning, and whatever other opportunities may exist for assessing them. 
Nor is it necessary to record the outcome of every assessment made: 


Decisions about how to mark work and record progress are professional matters for 
schools to consider in the context of the needs of their children. In retaining evidence 
and keeping records, schools should be guided by what is both manageable and 
useful in planning future work. OFSTED inspectors will not require more detailed 


records. 
(QCA, 2003, p. 17) 


There is a tendency with assessment to continue to add to practice, but to be 
reluctant to drop any established routines. A particular area where a critical 
review of practice could lead to a decision to do less is in the use of external tests, 
Whilst non-statutory optional tests can be very useful in tracking progress 
through Key Stage 2, schools are often surprised when they realize just how many 
other tests they are also doing, and the limited use they make of the information 
produced (see Section 2.3). _ 

Another route to manageability in assessment is to ensure that wherever pos- 
sible any particular practice fulfils multiple functions. For example, annotated 
plans become records, as do children’s books when comments within them are 
related to clear learning objectives. 


Validity, reliability, consistency and objectivity 


Validity and reliability are technical terms of immense importance. Do assess- 
ments actually represent what they purport to measure (validity)? Can the pro- 
cedures be implemented in ways which ensure consistency in assessments across 
the country and from year to year (reliability)? In addressing the latter question 
regarding end of Key Stage Teacher Assessment, the term ‘consistency’ has also 
been used. 

Opinions and evidence about the validity and reliability of any assessment 
system are crucial to its long-term credibility. If high standards on both criteria 
are not met, then criticism is likely to follow. Where validity is low, assessments 
will be regarded as partial, limited and crude because of the factors which they 
ignore or cannot measure. Where reliability is low, assessments will be regarded 
as inconsistent, unfair and unreliable because of the variation in the procedures 
by which the assessment results were produced, 

The quest for validity tends to lead in the direction of assessment procedures 
which are designed for normal classroom circumstances, covering a wide 
curriculum and using a range of assessment techniques. In the specialist literature, 
this is known as ‘authentic assessment’. However, the drive for reliability tends 
to suggest simplification in both assessment procedures and in the range of the 
curriculum to be assessed, so that there is more chance of comparability being 
attained. The result of this is likely to be greater use of methods which can be 
tightly controlled, such as pencil and Paper testing, or tests using ICT. 

When National Curriculum assessment was first introduced, the balance in the 
dilemma between validity and reliability was more in favour of validity, with 
authentic classroom tasks being used to assess seven-year-olds. However, they 
were found to be both unmanageable and to have considerable problems of 
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reliability (Shorrocks, 1991; Whetton, 1991). In 1992, the assessment procedures 
were-simplified and tightened, to introduce a greater element of testing. Although 
many teachers protested at the more limited view of the curriculum which these 
narrow procedures implied, evaluative evidence again showed that there were 
reliability problems across schools and LEAs (Pollard et al,, 1994). After the 
Dearing Review, assessment procedures for English and mathematics were 
simplified and tightened further, an external ‘audit’ procedure, was introduced 
and attempts to introduce standard assessment in science were dropped. At Key 
Stage 2, when national assessment was introduced in 1994, pencil and paper tests 
were used immediately, and the testing arrangements have since been further 
refined, all the time with a view to enhancing reliability. 

One of the consequences of a heavy concentration on reliability in testing is 
that we tend to measure, and thus value, that which is easy to measure. It is more 
difficult to assess application, understanding and practical aspects of a subject 
(the Attainment Targets 1 in mathematics, science and English) through a written 
timed test, and since-end of Key Stage Teacher Assessment (TA) is not given the 
same prominence as test results, these aspects tend to become devalued. 

There is a similar story regarding Teacher Assessment. In the early 1990s, 
the role of teacher assessment in informing the teaching-learning process was 
emphasized. As the Task Group on Assessment and Testing (TGAT) put it, such 
assessment evidence was to ‘feed forward’ and enable teachers to meet pupil 
needs more precisely. The profession endorsed this view wholeheartedly, and a 
great deal of work was done in schools and LEAs to develop the approach (see 
for example, Muschamp, 1993, Reading 14.5, on a process involving pupils 
directly). Soon, however, teacher assessment activities became directed almost 
exclusively as a means of assessing and reporting pupil attainment against 
National Curriculum levels. Rather than draw out the potential contribution 
to teaching and learning, the School Curriculum and Assessment Authority 
(the government agency at the time) emphasized the need to ‘define the standard’ 
of National Curriculum levels and ‘the benefits of consistency’ for reporting 
purposes. For instance: 


Consistency in assessment helps to ensure that, when judgements are made against 
the standards in the revised National Curriculum, there is fairness for pupils across 


classes, schools and key stages. 
(SCAA, 1995, p. 5) 


The trend during the 1990s was thus in the same direction for both National 
Curriculum tests and Teacher Assessment, with the formative role of assess- 
ment in informing teaching being gradually eroded by the priority given to the 
production of summative assessment information. ‘ : 
Statutory assessment arrangements have continued to be tightened in a drive 
to improve reliability so that the performance of pupils and schools can be 
monitored. However, this is likely to continue to reduce validity. The results may 
become more precise and comparable, but they may also become narrower, less 
meaningful and less helpful to teachers in informing future teaching. Sing 
Drummond (2003, Reading 14.6) has published an extremely insightful 
critique of such narrow forms of assessment. Working in particular with 
young children, she insists that assessment data is not some form of objective 
‘evidence’, but requires interpretation to make sense of it in terms of a teacher’s 
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understanding of the child. Pollard and Filer (2000, Reading 14.7), building 
on a two-school comparison of pupils’ assessment experiences throughout 
their primary schooling, demonstrate that ‘objectivity’ is a myth. Pupil per- 
formance is crucially affected by the context of its production and social and 
cultural factors have considerable influence over its interpretation, meaning 
and consequence. 


Reflective activity 14.4 
Aim: To highlight the dilemma between validity and reliability. 


Evidence and reflection: Focus on a specific objective for pupil attainment, for 
instance, one of those associated with children’s mathematical understanding 
and computational competence with number. Consider how the competence 
and understanding of pupils across the country could be assessed with regard 
to the selected objective. Focus this, perhaps by imagining some individual 
children whom you know in different schools, or by discussion with teachers 
or student teachers working in different schools. 

Do you think your assessment method could reflect what is really involved 
in understanding and competence (validity), and yet be administered in 
standard and consistent ways by teachers wherever or whoever they are 
(reliability)? 


Extension: Consider any test materials with which you are familiar. How do 
you feel that the test-designers have tried to resolve the validity/reliability 
dilemma? What compromises have they made? Do you think it is possible to 


devise assessment with high validity and high reliability for all subjects? 


Curriculum distortion 


The tension between validity and reliability is so endemic that it is unlikely that a 
complete solution will ever be found.-Where assessment is used formatively, to 
inform the teaching-learning process, this is of less significance because the 
information can still be used constructively within each school. However, where 
assessments are used summatively, and published with the claim that they reflect 
pupil and school performance, then the stakes become high, both for pupils 
and schools. In these circumstances there is a well-documented tendency for 
teachers and pupils to ‘work to the test’ (Broadfoot et al., 1991). The result is 
likely to be a narrowing of the curriculum and, whilst standards in the tested 
areas of the curriculum may rise, a reduction in overall standards across the 
broader curriculum may occur. 

Concern is justified by the experience of the United States of America, where 
a great deal of testing has been used for many years (Corbett and Wilson, 
1991; Rottenberg and Smith, 1990; Shepard, 1987). As Rottenberg and Smith 
comment: 


As the stakes become higher, in that more hangs on the results, teaching becomes 
more ‘test-like’, such that testing tends to result in the substitution of means for - 
ends. 
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The evaluators of the national literacy and numeracy strategies in England 
expressed deep concerns about the narrowing of the curriculum which they 
attribute to targets and high stakes testing (Earl et al., 2003). These concerns 
were echoed by teachers and Her Majesty’s Chief Inspector alike. ‘Excellence 
and Enjoyment’ (Department for Education and Skills, 2003a) continues to 
emphasize the importance of literacy and numeracy, but also wants schools ‘to 
offer their pupils a rich and exciting curriculum’ (p. 5). It will be interesting to see 
the extent to which English schools can meet this challenge within a regime of 
targets, tests and published performance tables, and the difference the lack of 
them makes to pupils’ experience of the curriculum in Wales, Scotland and 
Northern Ireland. 


Reflective activity 14.5 


Aim: To investigate the danger that high-stakes assessment distorts curric- 
ulum provision. 


Evidence and reflection: Talk to several teachers about the assessments which 
they carry out and, in particular, about those which have to be reported 
publicly. Ask them about any concerns which they may have. Enquire if it 
has been necessary to change curriculum provision to ensure that the children 
can perform respectably on publicly reported tests. Ask if public reporting 
of assessment results broadens, narrows or makes no difference to the 
curriculum which they provide. i 


Extension: You could reflect on a potentially very significant dilemma here. 
The National Curriculum sets broad curriculum targets, whilst national 
assessment procedures test only a narrow range. Does one undermine the 
other? 


Pupil experience of assessment 


We have already discussed the potential threat which increased assessment 
activity could pose to the quality of teacher-pupil relationships, the dangers of 
stress and of a narrowing curriculum as teachers ‘teach to the test’. Many 
teachers have feared that such effects will eventually be felt by children in a 
worsening of the quality of their education experiences and an undermining of 
the self-confidence of less successful pupils. 

Evidence on the short-term impact of new assessment procedures in the United 
Kingdom was somewhat inconsistent. The early phases of the introduction of 
assessment procedures in England and Wales brought enormous protests from 
teachers, many of whom provided. illustrations of distressed children (Torrance, 
1991). However, more representative samples of teacher opinion did not show 
the same level of concern (Pollard et al., 1994). Worries from parents were very 
strong in Scotland, but were relatively small in England and Wales (Hughes, 
Wikeley and Nash, 1994). Evidence from children themselves on their experience 
of National Curriculum testing mostly shows that many of them enjoyed it 
(Pollard et al., 1994). Indeed, in many classrooms the early assessment 


http://www.rtweb.info 339 


14+ Assessment. How Are We Monitoring Learning and Performance? 


procedures seemed to have broadened the curriculum, such'was its power, and to 
have been well received by children. e 

The longer-term picture appears to have begun to change as testing procedures 
have been narrowed ‘and tightened by government agencies. Evidence of class- 
room practice suggests that teaching programmes are being attuned more closely 
to assessment requirements and this will limit the scope for some children to 

‘ima demonstrate their capabilities (see Chapter 7, Section 2.5). Similarly, there are 
dangers of stigma emerging from the overt form of some assessment procedures 
and categoric nature of the results. In such situations, some children may simply 
opt out — ‘I'll be a nothing’, as one child put it (Reay and Wiliam, 1999). The 
ways in which assessment results influence the expectations which teachers 
have of pupils, pupils have of each other, and pupils have of themselves are 
not yet fully researched. However, the PACE project (Pollard et al., 2000, 

mn Reading 7.11), the largest independent study of the implementation of the 
National Curriculum and assessment into England, suggested that pupil 
motivation, engagement and zest for learning were being adversely affected by 
the ‘hurry along curriculum’ (Dadds, 2001, Reading 9.4) and the extent of 
its assessment. ‘Despite the rise in measured standards, a significant number of 
children were showing signs of developing negative dispositions towards 
learning itself (Claxton, 1999; Dweck, 1999). A major review of research (Harlen 
and Deakin Crick, 2002) has found strong evidence of the negative impact of 
testing on pupils’ motivation. Repeated testing, including practice tests, 
reinforces the low self-image of lower attaining pupils, which widens the gap 
between higher and lower attaining pupils. As we will see in Chapter 15, it is 
likely that the socially differentiating effect of formal assessment will be 
reinforced by pupils’ cultural responses, and the situation may polarize further 
(see Reading 15.2). 

There is little doubt that national assessment procedures will have long-term 
effects on pupils. Perhaps these will be seen as positive, in that the quality of 
teaching and learning will be enhanced. Reflective teachers though, will want, 
prudently, to watch for effects which could both damage the self-image and 
self-confidence of pupils and have other divisive effects. 


4. RECORDS AND REPORTING 


4.1. Keeping records 


This discussion complements that in Chapter 10, Section 2.4 on how records may 
be organized. 

It is not necessary, and it would be impossible, to record the outcomes of all the 
assessment that is carried out. Decisions are needed, therefore, about what should 
be recorded, and how it should be recorded. 

The first question, about what needs to be recorded, relates to the purpose of 
the assessment and recording. In England and Wales, the basic legal requirement 
is that records of attainment in each National Curriculum subject must be kept 
for each pupil. This requirement could be met by simply keeping a copy of 
all annual reports to parents, but this is unlikely to be sufficient to support 
children’s learning, nor would it satisfy the expectations of school inspectors and 
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others. Within any school there will be a number of different records, each with 
sa own specific purpose, but taken together a whole school’s records should be 
used: 


© to help the teacher plan the next steps in teaching and learning 


@ to show what a child knows, understands and can do, and the progress that he or 
she has made 


© to help children see the progress they are making 


© to provide information for setting targets at all levels — individual, group and 
cohort targets 


© to inform discussions with parents, and end-of-year reports 


© to provide accurate information about a child’s attainment, progress and learning 
needs that can be passed on to the next teacher or school 


© to assist with end-of-year and statutory end of Key Stage Teacher Assessments 


© to inform subject co-ordinators of any changes required to medium-term plans 
and schemes of work 


© to evaluate the effectiveness of teaching 


© to identify issues for the school improvement plan. 
(Swaffield, 2000) 


The second question, about how information should be recorded, is mostly about 
manageability and the use of records. It is useful to think of the range of forms 
that records can take: see Figure 14.3. 

Along with whatever recording systems the school decides upon, individual 
classroom teachers, and trainee teachers, can keep whatever personal records 
they wish, but they will be required to contribute to the whole-school system. 
As one of a series of booklets promoting the effective use of assessment 
information in Welsh schools, ACCAC produced guidance for headteachers, 
subject leaders/heads of departments and teachers on Recording Key Stages 1-3 
(ACCAC, 2000). Such advice is also produced from time to time in other parts of 
the UK. 

In most countries there are moves towards increasing access to records. For 
instance, in England and Wales teachers can keep personal records of their own, 
but any record which may be seen by or transferred to other teachers or other 
professionals must be made available to parents on request. This can help 
teachers develop the habit of recording in a positive form ~ e.g. ‘Sally is beginning 
to participate in group story sessions’, rather than: ‘Sally often interrupts 
story sessions’. The issue reflects general ethical concerns about the central 
accumulation and recording of information about individuals - whether it is 
medical information, financial, criminal or anything else. Indeed, most of us 
would probably want to know what was being kept on us and many people take 
the view that this is a legitimate right. Continuous awareness of the possible 
audiences for teacher-created records is thus necessary. Schools should consider 
the implications of the requirements of the Data Protection Act, 1998, for 
information contained in children’s educational records. 
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Turn short term plans into working documents, recording what has 
actually been taught, and ‘next steps’ to be fed into the planning for the 
next lesson or following week 


Annotated plans 


These show attainment and progress over time, particularly in specific 
subjects. They are even more useful as records if the learning objective 
is noted at the top of a piece of work, or incorporated into the teacher's 
comments 


Children’s work and 
books in different 
subjects 


Individual target cards are a record of specific learning needs. Dates 
when targets are achieved show attainment and progress 


| chnaronvs target 
cards 


Mark books or record files can be customized in a whole variety of ways 
to suit the teacher, different subjects, and various groupings of children. 
Recording specific learning objectives increases their usefulness 


Teacher's mark 
book/record file 


‘Children’s self- 
assessment 


Children may occasionally record some aspects of their self-assessment, 
but self-assessment is above all a thinking activity, and an emphasis on 
recording too often detracts from this 


Unit records When work has been taught in units (such as in the QCA schemes of 
work), the attainment of children can be recorded in.three groups, 
matching the learning objectives that you would expect all, most, or 
some of the children to achieve 


Information IT is being used increasingly and is a very powerful tool. Large amounts 
technology of assessment data can be stored, analysed, displayed, transferred and 
reported. As with all assessment and recording, it is essential that IT 
systems used are manageable and useful, that numbers are treated with 
the caution they deserve, and that data relates to and informs learning 
and teaching 


Individual portfolios | Whilst these may be highly valued by children, teachers and parents, the 
time involved needs to be found and justified. As a whole school 
Practice, they have been criticized, but they remain important in 


understanding individuals. Targeted use may be most appropriate 


Schoo! portfolios Annotated examples of work and observations which demonstrate 
Standards agreed by teachers. These complement other forms of 
records, and are useful for sharing with others (children, parents, 


inspectors) and for reference by teachers 


|- 
Work samples Regularly collected samples of work, often representing three broad 
bands of attainment, serving as a record of the type and level of work 


Produced, and useful for monitoring 


Individual Education 
Plans 


IEPs are records of targets and progress for individual children 


Teachers' day 
books and personal 
notes 


Teachers’ own personal notes. A notebook may be particularly important 
for early years’ teachers because much of the evidence of children’s 
achievements may be ephemeral — behaviour or comments, rather than 
recorded ‘work’. The habit of jotting down these observations may be 
difficult to acquire, especially for student teachers who may be pre- 
occupied with management issues. Time has to be planned for 
observation of children 


Figure 14.3 Forms of records 
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The ways in which primary-school teachers report children’s progress to parents 
are influenced by two seemingly contradictory sets of expectations. 

The first makes the assumption that parents are partners, with teachers, in 
supporting the learning of each child (Wolfendale, 1992). Parents may thus 
be routinely invited into school, parent-teacher discussions are likely to be 
wide-ranging and include consideration of the processes and progress of the 
pupil — perhaps illustrated by reference to the child’s work. 

The second expectation is based on an image of parents as consumers of 
education, having contracted with the school for the provision of educational 
services to their child (Chubb and Moe, 1990; Johnson, 1990). They thus require 
a report of outcomes, through which the school can be held accountable for pupil 
progress. 

Needless to say, most schools make provision which reflects elements of 
both these approaches. This is not surprising, for, whilst the partnership model 
is professionally acknowledged as contributing very constructively to pupil 
learning, the consumer model is increasingly underwritten by legal requirements. 

For instance, in England, annual reports to parents are required to include: 


© comments on general progress 

® details of arrangements for a parent-teacher discussion of the report 

® particulars of progress on each subject or area of learning, highlighting 
strengths and weaknesses. 
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The partnership aspect is most clearly demonstrated by the inclusion within 
reports of targets for the future, and of advice about specific ways in which 
parents can help. 

However, more detail is required in reporting the achievements of seven-year- 
olds and eleven-year-olds at the end of each Key Stage, including: 


© National Curriculum assessment levels, and a commentary about what the 
results show about the child’s progress 

© comparative information about the attainment of all other pupils in the school 
at the end of the Key Stage 

® national comparative information (as supplied by the DfES). 


Such specification reflects an emphasis on standards in basic skills. However, in 
the requirement for comparative information to be provided, national require- 
ments feed the ‘consumer’ model of education. 

It is by no means certain how this tension between partnership and consumerist 
models of parent-school relationships will develop. Whilst the consumer model 
is projected centrally, local influences on primary schools seem very resilient. 
For instance, a research project (Hughes, Wikeley and Nash, 1994) reported that 
the proximity of the local school was the most important factor in influencing 
parental choice of primary school. In characterizing\a ‘good school’, the first ten 
factors which parents looked for were, in order of frequency: 


@ relationships between parents, teachers and-children 
the staff 
the atmosphere 


the ethos of the school 


Reflective activity 14.7 
Aim: To develop an informative and constructive procedure for reporting to 
parents. 


MERC AE egestas ah stelle rai edad allel 
Evidence and reflection: This activity must be tailored to circumstances. 
Discuss with appropriate colleagues the aims and scope of a reporting exer- 
cise. If you are a student teacher, you might want to limit it to reflect a project 
which you have completed, or build it into an end-of-term open day. 


Consider the following questions: 

How can you best provide information to parents? 

How can you involve the children? 

How can you elicit information and support from parents? 


Extension: Evaluate your reporting procedure. Did you find consumerist or 
partnership expectations from parents? How did the children benefit? What 
will you do when your next opportunity arises? 
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good discipline 
wide-ranging education offered 
the headteacher 
development of the whole child 


academic results 


good resources. 


This is an instructive list, with academic results listed in ninth position. It may be 
that many parents of young children understand the importance of the conditions 
in which pupil learning takes place and are concerned about the wider social 
and developmental aims of primary education. One of the most explicit ways of 
manifesting the partnership model will be through the processes which a school 
adopts in reporting pupil achievements to parents. 


USING ASSESSMENT INFORMATION 


An enormous amount of time, energy and money is expended on assessment, yet 
pupils’ learning is only improved if assessment information is actually used, 
rather than simply collected. As is suggested in this chapter, assessment infor- 
mation can and should be used in a wide variety of ways, by different people, and 
for different purposes. 


Planning and teaching 


In the constructivist model (see Chapter 7, Section 1.2) the key to learning is 
building on current knowledge, so at the start of any unit of work teachers need 
to use assessment information to match their teaching to the children’s know- 
ledge, skills and understanding. One of the purposes of the Foundation Stage 
Profile is to provide a form of baseline assessment to enable the teacher to plan 
appropriately for the children. Once children have been at school for some time, 
information about their current attainment should be available from records 
but, especially if it is some time since related work was vaddressed, recorded 
information should be supplemented by up-to-date information gleaned, for 
example, from questioning or concept mapping. The reflective teacher will 
also want to take heed of how previous groups of children have responded to a 
particular unit of work, and adapt established plans accordingly. ) 
When teaching any lesson, teachers will constantly be using assessment infor- 
mation formatively to adapt their teaching depending on the children’s responses. 
At the end of each lesson they will be noting, probably on the plans themselves or 
in their day book, things that need to be taken account of in the next lesson. 
These may apply to all or just some of the children, and could be about the need 
to reinforce a particular concept, or omit a planned activity since the learning 
objective it was designed to support is already well grasped. Towards the end ofa 
unit the teacher may devise a particular assessment activity focusing on the key 
learning objectives for that unit, and will use the last period of time to extend the 
work or review those objectives, as the need is demonstrated. After a unit of work 
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has been completed, notes will again be made to inform both the future teaching 
of that unit to other groups of children, and the future teaching of related units to 


the same group of children. 


5.2 Tracking progress 


Assessment data, particularly in the form of levels and grades, enable the progress 
of individuals and groups of children to be tracked fairly easily. This information 
becomes even richer when compared with previous progress, with progress in 
other subjects, with other children in the same class and school, and with national 
expectations, Comparisons become even more meaningful when value-added 
measures are used rather than attainment (for example, looking at the improve- 
ment from Year 2 to Year 6, and comparing Key Stage 2 results with those of 
other children who got the same Key Stage 1 results, rather than simply looking at 
the Year 6 results in isolation). 

It is important to.remember that despite their apparent attractiveness, numbers 
are a very blunt instrument when trying to represent progress. Concerns 

rf about reliability have been raised earlier in this chapter (see Section 3.3), and the 
difference between two levels in a test is just one mark. 

Assessment information other than levels and grades can enable progress to be 
tracked. When expectations are set for a unit of work in terms of what all, most 
or some of the children should attain (as is the case in the QCA schemes of work), 
these can be used to see how children are performing over a period of time in 
relation to these expectations. 


5.3 School improvement 


End of key stage assessment data are used in increasingly sophisticated ways. 
The ‘Autumn Package’ produced jointly by the DfES, OFSTED and QCA for 
schools in England encourages schools to look at their results and use them to 
plan school improvement. The Autumn Package is based upon a five-stage cycle, 
and is a framework which is also used by many local authorities providing similar 
support for schools in their areas. 

The most important stage in the cycle is ‘taking action and reviewing progress’ 
as this is the only one that actually makes any difference to learning. Obviously 
the previous stages are important for ensuring that it is the most appropriate 
action which is taken, but all too often so much time and effort is spent in 
detailed analysis at the earlier stages that there is little energy left for actually 
implementing action. 

The interactive annual Autumn Package contains national summary results, 
value added information and benchmark information, These data have tended to 

~ be at school or group level and to be the Preserve of the headteacher and the 
leadership team, but other diagnostic and analytical software is bringing the use 
of performance data for improvement within the reach of all teachers. The Pupil 
Achievement Tracker (PAT) enables classroom teachers to ask questions about 
the effectiveness of their classroom Practice looking at graphical data on the 
Progress made by their pupils; set pupil targets informed by the progress made by 
similar pupils nationally; and understand fully what pupils can achieve by the 
diagnostic analysis of test Papers. 
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Performance management 


Performance management has been the spur for many teachers to come to grips 
with performance data. This is due to the requirement for teacher objectives 
to’ cover pupil progress, and for pupil progress data to be one set of evidence 
presented for threshold assessment. ‘Pupil progress objectives’ as referred to 
in performance management are essentially end of year targets for pupil 
attainment, perhaps expressed in the form ‘End of Year 3: 50 per cent of pupils 
achieving learning objectives indicating emerging skills within Level 3 for reading 
and writing, and 15 per cent working securely within Level 3.’ End of year targets 
such as this need to be set by considering the children’s prior attainment, end of 
Key Stage targets, and associated factors such as additional support that may be 


available. 
How do we compare 
with similar schools? 


How well are 
we doing? 


What more should we 
aim to achieve this year? 


Taking action and 
reviewing the progress 


Figure 14.4 Five-stage cycle for school improvement 


Assessment information has many parts to play within performance 
management, including: 
® helping to set appropriate pupil progress objectives 
© aiding learning and teaching so that those objectives can be met or exceeded 
® helping to monitor progress towards the objectives 
© judging the extent to which the objectives have been met or exceeded. 
Reflective teachers will be aware of the complex issues surrounding assessment 


and pupil progress, for example those referred to in Section 3, as well as the 
ways in which assessment can support learning, which were discussed in Section 
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1, and so will be in an informed position to engage with performance manage- 
ment arrangements. 

See Chapter 17, Section 3, for a broader discussion of continuing professional 
development and the role of performance management. 


School performance 


The use of national assessment results as an indicator of school performance is 
now the norm. 

Since 2003, primary school performance tables in England have been published 
by the DfES instead of by individual LEAs, as previously. They provide infor- 
mation on Key Stage 2 test results, as well as value added measures based on the 
progress made by pupils from Key Stage 1 to Key Stage 2. They also provide 
information about rates of pupil absence, and background information about 
each school. These data give a more rounded picture of a school’s performance 
than tables giving measured attainment alone. However, issues such as missing 
data, pupils absent from tests, and pupils leaving or joining the school distort the 
picture. Ideally, the attainment of each and every pupil at the end of one Key 
Stage should be matched with the attainment by the same pupil at the previous 
Key Stage. Value added calculations for schools will remain partial until the 
national data set has been fully operational for four years and the performance of 
every pupil, including those who arrive and leave during the Key Stage, can be 
taken into account. DfES is actively working on this. 

The use of pupil assessment data to indicate school performance clearly poses 
many difficulties. As the introduction to this chapter made clear, assessment 
can be used for such purposes, but to do so weakens its use for other purposes 
(see also Harlen et al., 1992, Reading 14.1). 


Transfer and transition 


Assessment information has a very important role in effective transfer (when 
pupils move from one school to another) and transition (moving from one class 
to another within the same school). In order that the next teacher and/or school 
can extend each pupil’s present attainment, building on strengths and addressing 
weaknesses, it is vital that key pieces of information from the present teacher’s 
knowledge are passed on ina manageable way and at times when the information 
can be used effectively. This is a notoriously difficult area, and LEAs, central 
bodies and software firms, among others, devise and refine procedures, paper 
forms and software solutions. However, successful transfer and transition goes 
far beyond the mere passing on of assessment information. In particular, informal, 
but principled, professional conversation between past and future teachers at 
times of transition and transfer is extremely valuable in bringing documentary 
information to life. The move from primary to secondary school is addressed by 
Sutton (2000) and is more fully discussed in Chapter 5, Section 2.5. 
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CONCLUSION 


Assessment has been, and remains, a controversial issue in education. It is a 
fast moving area in policy terms and receives much media attention. As we have 
seen, professional practice tends to be shaped by the assessment purposes which 
have been given priority. In recent years, summative performance measures 
for pupils and schools have been emphasized extremely strongly. However, the 
direct contribution of formative assessment, at the heart of the teaching-learning 
process, is beginning to be formally recognized and given support. Assessment 
for Learning is a major feature of ‘Excellence and Enjoyment’ (Department for 
Education and Skills, 2003a) and of the Primary Strategy. Research suggests that 
it will be more important in enhancing pupils’ commitment to learning and in 
achieving long-term educational quality. 


Key readings 
Black and Wiliam’s influential review of research is summarized in: 


Black. P. and Wiliam, D. (1998c) 
Inside the Black Box: Raising Standards through Classroom Assessment. 
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Dann, R. (2002) 

Promoting Assessment as Learning. 

London: RoutledgeFalmer. 
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Unlocking Formative Assessment: Practical Strategies for Enhancing Pupils’ Learning in 
the Primary Classroom. i 
London: Hodder and Stoughton. ad | ane 
Clarke, S. (2003) 

Enriching Feedback tn the Primary Classroom. 

London: Hodder and Stoughton. 


A highly readable, practically based and thought provoking book, which addresses some 


important aspects of assessment, is: 


Sutton, R. (1995) 
Assessment for Learning. 
Salford: RS Publications. 
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A range of contributors provides insights into a number of topics from baseline assessment 
to using assessment data for school improvement in: 


Conner, C. (ed.) (1999) 
Assessment in Action in the Primary School. 
London: Falmer. 


A book which explores how assessment is carried out and the consequences for children’s 
learning is: 

Torrance, H. and Pryor, J. (1998) 

Investigating Formative Assessment: Teaching, Learning and Assessment in the 
Classroom. s 

Buckingham: Open University Press. 


Through a comprehensive study of assessment in children’s lives many unsettling issues 
are addressed in: 


Filer, A. and Pollard, A. (2000) 
The Social World of Pupil Assessment: Processes and Contexts of Prima Schooling. 
London: Continuum. Reading 14.7 


A comprehensive and accessible introduction to many issues relating to assessment is 
provided by Black in: 
Black, P. (1998) 


Testing Friend or Foe? Theory and Practice of Assessment and Testing. 
London: Falmer. ing Reading 14.2 


An excellent overview of issues to do with equity and assessment, drawing on research 
from around the world, is provided in: 

Gipps, C. and Murphy, P. (1994) 

A Fair Test? Assessment, Achievement, and Equity. 

Buckingham: Open University Press. 


Practical support for classroom teachers on recording, analysing and using assessment 
data is provided in a very accessible way in: 
Pringle, M. and Cobb, T. (1999) 


Making Pupil Data Powerful: A Guide for Classroom Teachers. 
Stafford: Network Educational Press. 


The statutory requirements for assessment and reporting are published annually in 
separate Key Stage booklets. Some guidance and exemplars are also contained in these 
booklets: 

QCA (2003) 

Assessment and Reporting Arrangements. 

London: QCA. 


A book which specifically addresses the assessment aspects of the National Standards for 
QTS status is: 
Headington, R. (2000) 6 


Monitoring, Assessment, Recording, Reporting and Accountability: Meeting the 
Standards. i 


London: David Fulton. 


In an eye-opening look at assessment which includes many portraits of teachers assessing 
pupils’ learning, Drummond provides an important critical alternative to current objec- 
tive, mechanical approaches to assessment. Assessment is seen as a process in which 
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teachers look at children’s learning, strive to understand it and then make use of this 
knowledge in the interests of children. See Reading 14.6 or for the full text see: 


Drummond, M.-J. (1993, 2nd edition 2003) 
Assessing Children’s Learning. 
London: David Fulton. 


A journal entirely dedicated to assessment issues is: 
Assessment in Education: Principles, Policy and Practice. 
Many other journals carry articles relating to assessment. 


Readings for Reflective Teaching (the companion volume) offers other closely associated 
work on the issues raised in this chapter. This includes work by authors such as: 


Wynne Harlen, Caroline Gipps, Patricia Broadfoot, Desmond Nuttall, Paul Black, 
Andrew Burrell, Sara Bubb, Shirley Clarke, Yolande Muschamp, Mary Jane Drummond, 
Ann Filer and Andrew Pollard. ‘ 


RTweb offers additional professional resources for this chapter, including Web Links 
to sites such as the Association for Achievement and Improvement through Assess- 
ment (www.aaia.org.uk), the Assessment Reform Group (www.assessment-reform- 
group.org.uk/), QCA (www.qca.org.uk) which has an area specifically focusing on 
assessment for learning (www.qca.org.uk//ages3-14/66.html), and the DfES 
(www.dfes.gov.uk). 
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15- Social Inclusion. What Are the Consequences of Classroom Practices? 


Enhancing professional standards and competences 


Inclusion and the provision of equal opportunities for learning is, and is likely 
to remain, a key issue in modern societies. Indeed, it is being taken very 
seriously within education across the UK. For example, the first value 
requirement suggested by the English TTA is that teachers must: 


Have high expectations of all pupils: respect their social, cultural, linguistic, 
religious and ethnic backgrounds, and be committed to raising their educational 
achievement. 


They go on to declare that teachers qualifying for QTS must: 


Recognise and respond effectively to equal opportunities issues as they arise in 
the classroom, including challenging all kinds of strereotyped views, bullying or 
harrassment, following relevant policies and procedures. 


Take account of the varying interests, experiences and achievements of boys and 
girls, and pupils from different cultural and ethnic groups, to help pupils make 


good progress. 
(TTA, 2002, Standards for the Award of QTS, 
standards 1.1, 3.3.14 and 3.3.6) 


Teaching Assistants should: 


Promote and support the inclusion of all pupils in the learning activities in 
which they are involved. 
(TTA, 2003, Professional Standards for HLTAs, standard 3.3.3) 


In Scotland, student-teachers must: 


Value and promote equality of opportunity and fairness and adopt non- 

discriminatory practices in respect of age, disability, gender, race or religion. 
(Scottish Office, 1998, Guidelines for Initial Teacher Education Courses in 
Scotland, competence 4.7) 


Similar commitments and requirements apply for professionals in Wales and 
Northern Ireland. 4 


INTRODUCTION 


National curricula in the UK place a very high priority on social inclusion. For 
example, the National Curriculum in England (QCA, 1998a) has a ‘general 
teaching requirement’ on ‘providing effective learning opportunities for all 
pupils’. In part, this requires responses to setting pupils suitably differentiated 

Gig learning challenges (see Chapter 7 on children as learners, and Chapter 9, Section 

3.2 on lesson planning) and responding to particular needs (see Chapter 5, Sec- 
tion 2.4). However, it also concerns overcoming the barriers to learning that may 
be experienced by particular groups of pupils. As we saw in Chapter 1, Section 
2.1, reflective teaching is also very much concerned with the social consequences 
of educational processes and working towards social justice. 
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(Gaze ‘In Chapter 4, we introduced a model of the relationships between individuals 
f and society which was based on the notion of a dialectical process. This suggested 
the existence of a continuous interplay between social forces and individual 
ng actions (Mills, 1959, Reading 4.1). This conception of the dialectical process of 
social change should cause us to look at our daily actions in the classroom and to 
consider their possible social implications. In this view, ‘society’ does not develop 
exclusively ‘somewhere else’ controlled by indeterminate powers — by ‘them’. 
Future developments are partially in our own hands and we can make our own 
small, but unique, contribution. Indeed, many educationists argue (e.g. Carr and 
Hartnett, 1996) that one of the aims of education should be the creation ofa 
more democratic and inclusive society. This position holds true despite argu- 
ments that the underlying factors in exclusion are structural, and that many are 
amplified by government policies (see Vulliamy, 2000). 

To the credit of the teaching profession, there is considerable awareness of how 
opportunities can be unequal for some groups of children and how such inequal- 
ities can be tackled. It is recognized that the provision of social justice requires 
both careful reflection on the social consequences of routine classroom practices 
and the development of constructive whole-school policies. Concerned teachers 
will want to consider how to provide the best possible educational experiences 
for all children, including any groups that are particularly vulnerable to inequal- 

ag ities in provision (Maden, 1999, Reading 15.1). These teachers also aim to enable 
children to learn about important issues of equality and rights throughout soci- 
ety. They do this through the curriculum, in the choice of appropriate materials 
and pedagogies, as well as by promoting equal opportunities through staffing 
policies and practices. 

These are perennial issues. In 1948 the Universal Declaration of Human 
Rights stated that education ‘shall promote understanding, tolerance and 
friendship among all nations, racial or religious groups’ (Article 26, p- 2). In 
England in the 1960s, the Plowden Report (1967) recognized the particular 
needs of children living in disadvantaged socio-economic conditions. In the 
intervening years, social justice issues have become more clearly understood 
and, asa result, concern has become more specifically focused. There was legis- 
lation, including a Race Relations Act (1976), a Sex Discrimination Act (1975) 
and the Education Act (1981) on Special Education. The Commission for Racial 
Equality and the Equal Opportunities Commission were created. Major reports 
have been published on the education of children from ethnic minority groups 
(Rampton, 1981; Swann, 1985) and on children with Special Educational 
Needs (Warnock, 1978). More recently, the Education Act (1993), the Children 
Act (1989) and the Education Reform Act (1988), the Special Needs Code of 
Practice (DfES, 2001) and the new Primary Strategy (Department for Education 
and Skills, 2003a) all had implications for the provision of equal opportunities. In 
addition concern has recently been focused on the educational attainment of 
looked-after children and strategies introduced for supporting them (Department 
for Education.and Skills, 2003a). Inspections also focus on the issue, and inspec- 
tors are required to evaluate how each school complies with relevant legislation 
and promotes equal access by all pupils (OFSTED, 2003). ; 

Within schools, facing issues of social inclusion and social justice remains a 
challenging process. To be successful, it almost always requires a spirit of co- 
operation, support and collective openness among all staff - teaching and 
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non-teaching. Notwithstanding this, the issues remain just as real at the level of 
the individual classroom and there is much that even an individual reflective 
teacher can do to ensure that all the children feel included and have an equal 
opportunity to fulfil their potential. 

This chapter is structured in five parts, beginning in Section 1 with consider- 
ation of factors that influence children’s attitudes towards others. Section 2 con- 
siders some major dimensions of social difference — disability, gender, race, social 
class, age and sexuality. In Section 3, we offer a simple analytic framework con- 
cerned with differentiation and polarization within schools, which we hope will 
support future interpretation of experiences or requirements in this field (see also 
Reading 15.2). The chapter then reviews seven ways in which schools and 
classroom life can unwittingly affect social exclusion and differentiation, before 
concluding with a discussion on how to develop more affirming and inclusive 
classroom policies. 

This chapter touches on a wide range of issues and the resources on RT web will 
help in investigating them more deeply. 


INFLUENCES ON CHILDREN’S ATTITUDES 


Categorization is used by people to help them make sense of their lives. It is thus a 
natural, and necessary, process. Our concepts and categories reflect the cultures 
from which they have originated — they are ‘cultural tools’ (Wertsch, 1998) and, 
as such, they enable us to understand, think and realize our humanity in cultur- 
ally ‘intelligent’ ways. However, a problem arises if such thinking erpetuates the 
inequalities that divide society or if it obstructs efforts to enhance social justice. 

Of course, no child is born with innate prejudices but, from a very young age, 
all children learn and gather ideas from people and influences within their 
environment. Unfortunately, from the perspective of enhancing social justice 
across the whole of society, such socialization can sometimes be inappropriate. 
For instance, research has shown that racist and sexist prejudices can develop at 
very young ages, though it can also be appropriately challenged (Connolly, 1998). 
We review below some of the major factors that contribute to the formation of 
children’s attitudes (see also Chapter 6, Section 2.2). 

In Chapter 7, Section 2.4 we discussed the major sources of cultural influence 
on children. Here we look again at these influences but specifically focus on 
how these influences impact on children’s attitudes to issues of variety and 
difference. 

The Family. Adults’ actions, words and deeds are living examples for young 
children. Through interpreting the social practices of significant others in their 
families, young children begin to assimilate the norms and values of their society. 
Children engage in a type of ‘apprenticeship’ as they learn how to behave as fully 
capable participants (Lave and Wenger, 1991; Rogoff, 1990). Of course, young 
children may not fully understand what they are learning, but they tend to follow 
established social conventions as they seek to develop positive identities with 
significant others such as parents, carers, grandparents, siblings and peers. The 
behaviour may display attitudes that are sexist and/or racist which, among other 
things, perpetuates inequalities. The behaviour and values of the family may also 
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run counter to those supported in schools which many would argue, despite 
increased awareness of an increasingly diverse and multicultural society, continue 
to uphold predominantly white, middle-class values. 

Reflective Activity 15.1 may help in exploring this issue by considering families 
and roles within families. Before doing this activity with children it would be 
revealing for you to reflect on the variety of ‘families’ you know about or can 
imagine. We believe that being aware of and tackling our own attitudes and 
prejudices is an important prerequisite to addressing them with children. 


Reflective activity 151 == 
Aim; To explore children’s understanding of family practices and roles. 
Evidence and reflection: Ask the children to draw a house with a family in the 
house ‘doing things that people in families do’. SEEN 


Individually or in groups encourage the children to explain their drawings. 
Have they drawn their own family? If not, how did they decide what to draw? 
What are different members of the family doi the drawing? Why were 


those particular activities chosen for the picture? What might each member of 
the family be feeling? Discuss the variations in their drawings. 

Analyse the differences that emerge in the children’s understandings of 
what constitutes a family. Perhaps you could discuss your concl i 
colleague who has also done this activity. — 


Extension: You might like to consider ways of 
the children the variety of families and family life i 
could start with your own family or the families of t 


discussing s and exploring sie 
i f tape, 
in the class, 


encouraging a positive view of variety and difference. _ 


Suze Peers at school. This is an enormous influence at school and as children grow 


na 


older. When children work and play together they create a type of child society 
which mirrors many of the features of the adult world (see Chapter 5, Section 
2.3, Reading 5.4). There are patterns in the friendship groups and status hier- 
archies which tend to evolve, and these often reflect the influence of gender, 
ethnicity, social class, age, attainment and physical abilities. The social structure 
which emerges within child culture has been found to reflect the initial differen- 
tiation by adults so that, put crudely, ‘pro-school’ and ‘anti-school pupil sub- 
cultures may form. Processes within peer culture can thus reinforce and multiply 
the effect of school-initiated differentiation, as we will see in Section 3 of this 
chapter, et 

The school. Of course, the school is also likely to influence a child’s perspec- 
tives on the capabilities of their own and other social groups. For instance, 2 
modelling of possibilities is provided by the presence, absence and roles of peep le 
of different ethnic groups, able-bodied and disabled people, women an r. 
on the staff. Children will also be directly influenced by. the information, va ae 
and attitudes which are conveyed through the curriculum, social practices . 
experiences which are provided within the classroom and school. Of particular 
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importance are the values that are projected regarding diversity and the unique- 
ness of individuals. This is likely to be expressed most powerfully through sym- 
bolic events, such as assemblies, when the school community comes together as a 
whole under the leadership of the headteacher. The ways in which school and 

ie classroom life act as forms of ‘social differentiation’ is the subject of Section 4 of 
this chapter. 

The media and new technologies. For many years, books have been the most 
influential carriers of culture. Their influence may have diminished, but much 
children’s literature inevitably reflects the attitudes of its time towards ethnic 
groups, gender, social class, disability, etc. While older children may be more 
critical of such content, a young child has little on which to base discrimination, 
We must therefore look closely at the reading material which is provided for 

fie children and at the hidden messages which it may convey (see also Chapter 8, 
Introduction). Classic children’s literature might be discussed and interpreted, 
and many new authors are extremely inventive in challeriging taken-for-granted 
assumptions. 

There is now considerable evidence of the long television-viewing hours of 
children and of the growing impact of computer games and internet activities. 
As a result, concern has been raised over the power of electronic media to 
dispose people to be'violent, to develop sexist or racist views, or simply to while 
time away, alone, in cyberspace. More optimistic opinion highlights the activity 
of users in processing information. However, while such media may not deter- 
mine attitudes, they do structure and select the information that colours them. 
Indeed, it is interesting to note research which shows that, while younger chil- 
dren largely depend upon their parents for views and attitudes, older children 
place greater dependence on their peers, television and new communication 
media. A tendency also grows to recall those items that support opinions that 
have already formed. 

The community. Each child and family are members of wider communities. 
They belong to a racial group, they may follow a specific religion, and they are 
also likely to belong to a range of social groups. All these communities help to 
shape an individual’s values, behaviour and sense of self. Once again these differ- 
ent views might be contradictory. It is possible for example that the values 
espoused by adults in the community may be significantly different from those 
supported by the youths in the same community. Similarly, the values of the 
family may be different from those of a specific religious leader. In addition, 
children may also assimilate attitudes which others understand as myths and 
stereotypes. If, for instance, the language that is used about Black people and/or 
women tends to be derogatory, then children may unwittingly absorb such preju- 
dices as they become fully integrated into the community within which they live. 
For example, if a child sees Black people only in menial jobs or as sports people, 
dancers or musicians, then, unless he or she is shown otherwise, the child may 
think that these are the limits of their capabilities. If a child sees women only as 
mothers and in domestic roles, rather than in external positions of responsibility, 
then that is the expectation which the child may form. If people with a disability 
are always treated as being in need of help, then that is what a child is likely to 
believe. Fortunately, the reverse is also true, if children were to be brought up ina 
community in which people were not defined or limited by issues of race, gender, 
etc., then those children would regard equality as the norm. 


60 http:/www.rtweb.info 


2.1 


Dimensions of Difference 


DIMENSIONS OF DIFFERENCE 


In this section we consider six dimensions in terms of which social differences 
inequalities and rights have often been discussed: disability, gender, race. social 
class, age and sexuality. Clearly, these issues are both interconnected and highly 
permeable. Indeed, without exception, the experiences and life-course of each of 
us are simultaneously played out though their interaction. Contemporary 
research examines the ways that social disadvantages associated with each cat- 
egory may be compounded by the disadvantages associated with another (e.g. 
Sewell, 1997; Plummer, 2000). 

It is also important to point out that whilst these six dimensions are highly 
salient categories concerning social inequalities, there are others too. For 
example, stereotypes in public discourse about family breakdown, single 
mothers, absent fathers and reconstituted families may influence expectations 
and classroom relationships. Religion may also provide a significant dimension of 
difference with repercussions for pupils’ needs and rights. The challenge for a 
socially aware teacher is to spot possible injustices in children’s experiences, and 
decide what to do about them. Is it possible, we might open-mindedly ask our- 
selves, that a perceived deficiency is merely a difference? And if we looked, what 
attributes might this difference reveal? 


Disability and special educational needs 


Understanding of disability as a question of rights and opportunities has grown in 
recent years as a result of people with disabilities articulating a strong voice and 
rejecting society’s traditional views of the disabled as ‘inadequate’ or ‘less than 
whole’. Under the enormous influence of what is known as a ‘medical model’, 
people in the past have been defined by their physical or mental impairments as 
‘abnormal’, placed in institutions, segregated into separate schools, and often 
denied access to a full family life, to employment and to a voice. Increasingly this 
medical model, which views disability as an individual problem, is being rejected 
in favour of more enlightened views which see important elements of disability as 
constructed and created by society. In this view an individual is not disabled just 
by their inability to walk but by a society which constructs buildings which deny 
access to wheelchairs. A visually impaired child is not disabled by her loss of 
sight, but by the difficulty in providing braille and other aids in mainstream 
schools. A child with poor hearing is not excluded simply through his reception 
of sound, but by the inadequate provision of audio aids and sound-field systems 
in classrooms. Increasingly, disabled people have demanded the same rights as 
the able-bodied: 


Disabled people’s own view of the situation is that whilst we may have medical 
conditions which hamper us and which may or may not need medical treatment, 
human knowledge, technology and collective resources are already such oe ae 
physical or mental impairments need not prevent us from being able to live per! a y 
good lives, It is society’s unwillingness to employ these means to altering itself rather 


hi i isabilities. 
than us, which causes our disabilities (Rieser and Mason, 1990) 
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In England, both the Warnock Report (1978) and the 1981 Education Act 
recommended that children with special educational needs should be integrated 
into mainstream schools, whenever possible. The 1981 Act, however, was 
‘enabling’ legislation rather than being compulsory. Local Education Author- 
ities were thus encouraged, but not legally obliged, to implement integration 
and no extra resources were made available by government to help achieve 
this. In 2000, there were still almost 100,000 children in English special 
schools. The Children Act of 1989 requires co-ordination of services and estab- 
lishes children’s interests as the top priority — but again no further resources are 
guaranteed. This is a significant issue. Whilst, in 2001, the proportion of pupils 
with formal ‘statements’ of special needs was only around 2 per cent of the 
primary-school population, 21 per cent of pupils were on the special needs 
register — a proportion that has been steadily rising. There is thus a significant 
problem of resources to provide the services that could satisfy the needs of all 
such children. 

A new Special Educational Needs (SEN) Code of Practice (DfES, 2001) has set 
out guidance on policies and procedures aimed at enabling pupils with SEN to 
reach their full potential, to be included fully in their school communities and 
make a successful transition to adulthood. Amongst other directives the code 
states that: 


© the special educational needs of children will normally be met in mainstream 
schools or settings 
the views of the child should be sought and taken into account 


© those responsible for special educational provision should take into account 
the wishes of the child concerned, in the light of their age and understanding 


there is close co-operation between all the agencies concerned and a multi- 
disciplinary approach to the resolution of issues. 


When thinking of a child in school, we first have to consider whether he or she 
has a recognized disability or special need and why. This is not always straight- 
forward. The definition of disabled children in the Children Act (1989) and 
the definition of disability in the Disability Discrimination Act (1995) are 
different from the definition of children with special educational needs in the 
Education Act (1996). Education legislation does not distinguish between 
special educational needs and disability. A child may fall within one, two or all of 
the definitions, and the expertise of SEN co-odinators and the educational 
psychological service is likely to be extremely helpful. 

The next key question is whether any child who has a disability is restricted in 
access — physically or psychologically — to the education that is enjoyed by able- 
bodied children. If access is restricted then the child has been handicapped and 
the right of access to the National Curriculum has not been fulfilled (see Roaf and’ 
Bines, 1989, Reading 15.5). 


Gender 


There is a readily accepted scientific basis for recognizing two sexes. Clearly there 
are differences within the reproductive process and there is also evidence of gen- 
etic and neurobiological differences affecting innate behaviours and even brain 
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functioning (Greenfield, 1997). Nevertheless a large number of differences which 
are conventionally associated with sex have been shown to be socially con- 
structed through such processes as socialization, the pressure of expectation and 
the adoption of culturally ascribed roles and identities. As we saw in Section 1, 
the cultural tools and social practices of our societies are extremely resilient and 
tend to be reproduced from one generation to another. For instance, it is all too 
easy to think of occupations in which the workforce is predominantly of one sex 
or the other, but in fact there are few occupations that cannot be carried out 
equally by women and by men. Of course, things may be done differently, but 
most jobs can still be completed. ‘ 

The term ‘gender’ is important because it describes the social definition of 
sex roles rather than the biological distinction itself. ‘Sexism’ is the operation 
of forces in society by which members of one sex get advantages over the other, 
because of and through their gender. It has been most commonly evident in the 
advantages men acquire over women. For instance, in primary teaching itself it 
is difficult, if not impossible, to explain the disproportionate number of men in 
headships and deputy headships without reference to processes of sexual dis- 
crimination (see De Lyon and Migniuolo, 1989; Weiner, 1990). However, it is 
also pertinent to note how few men are teachers in nursery and reception 
classes, and to reflect on the attitudes encountered by those men who do 
choose to work with this age range (Cameron, Moss and Owen, 1999; 
Sumison, 1999). 

Considering pupils, we need to remember that gender is an extremely 
important factor in any child’s sense of identity. Most primary school-age 
children rely on single-sex friendship groups, which themselves articulate with 
the scripts of youth and adult cultures. Such differences are clearly not a prob- 
lem in themselves — they are part of growing up to adulthood. However, pat- 
terns of discrimination between the sexes are a different matter. Enduring 
questions have included whether boys and girls are treated equally at school; 
whether school life contributes to restrictive or enabling gender socialization; 
and why it is that girls tend to perform slightly better than boys when in 
primary school (e.g. Davies, 1993; Delamont, 1990; Francis, 1998; Gipps and 
Murphy, 1994; Reay, 2001; Reynolds, 2001; Walkerdine, 1988). Such patterns 
in performance are not inevitable and the underlying processes that give rise to 
them may be challenged if principles of social justice are infringed (Murphy; 
2001, Reading 15.6). On the other hand, it is also important not to inadvert- 
ently disadvantage one group in the act of trying to improve the performance 
of another. 


Race 


The word ‘race’ has a strong common-sense meaning in society. However biolo- 
gists have shown that differences of external physical features which are most 
commonly associated with the idea of race are relatively insignificant in terms of 
fundamental capacities. Humans are essentially enormously alike. However, cul- 
tures and social structures, compounded by differences of historical development 
such as the effect of colonization and geographical setting, can make a consider- 
able difference to people’s experience, thus leading to much variation amongst 
ethnic groups. This has produced a confusion, and in some cases a distortion, 
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whereby race is wrongly understood to be a determining factor in intelligence and 
behaviour, From the belief in people having distinct racial origins, strongly felt 
ideas sometimes follow which separate people into ‘us’ and ‘them’. It is then an 
easily taken, but false, step to define one set of people as ‘superior’ and another as 
‘inferior’. 

To challenge the validity of ethnicity and race as factors in determining human 
capacities is not to deny the significance of racism as a cause of the unequal 
opportunities afforded to some children. Racism is the term that describes pro- 
cesses in society which affect people according to their identification as members 
of one ethnic group or another. Racism has a long history in the UK going back to 
the imperial past and beyond, and it has taken root in the discourse and structure 
of society. It has led to the development of fairly widespread racial prejudice, 
which sometimes takes hold in the minds of certain individuals or groups, and 
may even be reflected within child culture (Connolly, 1999; Troyna and Hatcher, 
1992, Reading 15.8). Such prejudices may. be further amplified by the social, 
cultural, legal and political structures that have developed over time (see Epstein, 
1993, Reading 15.7 for further discussion of these issues). However, there is little 
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doubt, for instance, from Connolly’s study, that with sensitive guidance, even 
very young children are capable of thinking through the consequences of their 
attitudes and behaviour in relation to race, and understanding that certain things 
are wrong. 

The population of the UK is multiracial. At the 1991 census there were 52 
million White British, with all other ethnic minority groups (Black Caribbean, 
Black African, Indian, Pakistani, Bangladeshi, Chinese and others) amounting to 
3 million, or just over 5 per cent of the total population, of whom almost half 
were born in Britain. The cold-blooded murder of Stephen Lawrence at a bus- 
stop and the subversion of justice that followed showed that racism is still a 
significant problem. Indeed, despite the distinctive achievements of some, preju- 
diced behaviour associated with racism makes a significant contribution to the 
relative inequality that is experienced by Black people in society. Most Black 
people, for example of Caribbean origin, gain less in society in terms of employ- 
ment, education, income, housing and wealth than their White peers, Education’s 
multicultural teaching is a necessary contribution to the learning of each child, 
but hardly a sufficient response to deep-seated prejudices that still exist. Interest- 
ingly, Alibhai-Brown (2000) has argued that Britain should adopt a more mod- 
ern, cosmopolitan approach which accepts the diverse contributions of different 
cultures and groups, past and present — including those White communities, rich 
or poor, which also feel excluded from significant aspects of modern society and 

ve which may harbour racism. Materials such as QCA’s web-based Respect for All 
(QCA, 2000a at www.qca.org.uk/ages3-14/inclusion/301.html), prepared fol- 
lowing summer riots in Burnley, Oldham and Bradford, make a useful contri- 
bution. However, with immigration from Europe and asylum seekers rising, a 
more holistic review of curriculum, teaching and school organizations may be 
necessary. Is diversity really valued? 

Some ethnic minority communities are strongly supportive of learning, but 
wish to preserve their own cultural traditions and beliefs. For instance, the 
recent growth of Muslim and other ‘faith schools’ in the UK may be seen as a 
recognition of cultural difference and a fulfilment of religious rights, though it is 
interesting that Church of England schools are also expanding in numbers. 


2.4 Social class 


Inequalities of wealth, income and material opportunities remain highly signifi- 
cant in determining life-chances (Reid, 1998). For instance, there has been no 
‘withering away of class’ as a factor in the lived experience of citizens in the UK. 
Indeed, between 1977 and 2001 there was a consistent trend for the gap between 
the highest and lowest incomes to widen each year. This was caused by develop- 
ments such as the shift to indirect taxation policies that disadvantaged those who 
must spend a large proportion of their income, changes in the labour market 
which adversely affected job security, the introduction of new technologies, and 
competition from cheap labour sources overseas. One consequence was the fact 
that in 2000 there were 3.5 million children living in families on or below the 
‘poverty line’ (Office for National Statistics, 2000). However, at the same time, 
many families were very well off and approximately 8 per cent of school-age 
children attended private schools. 


iti i i ital as 
Not all definitions of class are based on income, wealth or economic capital 
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such. For example, most teachers are not particularly wealthy, but teaching is 
certainly considered to be a ‘middle class’ occupation. Some definitions thus 
relate more to status and level of education than to material assets. A social class 
judgement may also be affected by a person’s lifestyle — taste in clothes, food, 
music and art for example. Of course, in reality it is not possible to separate the 
factors of gender, race, ability, age, sexuality and social class. Nevertheless, some 
commentators, perhaps inspired by Marx, argue that social class is the most 
significant factor, providing the structural framework through which the others 
are played out. 

The concepts of ‘cultural capital’ (Bourdieu and Passeron, 1977) and ‘social 
capital’ (Coleman, 1988) were developed to describe the knowledge, attitudes 
and experiences which socialization within a ‘higher-class’ family may offer, and 
which complements material wealth. One of their major insights on educational 
inequality is that students with more valuable social and cultural capital are likely 
to fare better in education than their otherwise comparable peers with less valu- 
able social and cultural capital. Reay (2000, Reading 4.5) has also expanded this 
analysis to review the ‘emotional capital’ available to children — a key issue for 
effective learning. Resourceful parents may thus deploy their economic, cultural, 
social and emotional capital to support their children — for instance, by purchas- 
ing a private education, by developing a particularly close relationship with 
teachers at a maintained school, or by providing sensitive support during a period 
of stress or learning difficulty. Such strategies are manifestations of the process of 
‘social reproduction’, in which one generation seeks to pass on the advantages of 
its social position to another (see Connell et al., 1982; Pollard and Filer 2002). 
Many feel that one of the aims of education is to reduce inequality by providing 
access to valuable cultural capital which may not, for whatever reason, be avail- 
able at home or in the local community. However, whilst a number of studies 
have identified cultural and social factors that contribute to educational inequal- 
ity there is less knowledge as to the process whereby social and cultural resources 
are converted into educational advantage (Lareau, McNamara and Horvat, 
1999), 

Most teachers are aware of the effects of social context on children’s learning 
and development. Indeed, pupil achievement tends to be closely related to social- 
class factors, as is particularly apparent from the publication of raw-score league 
tables of school results. Indeed, parental enrolment selections can create spirals of 
success and failure for schools, with tendencies for pupils to be moved out of 
inner-city schools to those in ‘leafy suburbs’ or out of town locations. Such prob- 
lems have been understood for a very long time, though some lessons of the past 
seemed hard to learn (see Jackson, 1964). 

Although children from poor homes tend not to do as well as children from 
wealthy homes, this is by no means inevitable, and there are always many excep- 
tions. Indeed, it has been argued that there is potential for a significant improve- 
ment in the attainment of working-class children if the ‘funds of knowledge’ (Moll 
and Greenberg, 1990) within their families and communities were recognized and 
harnessed to support children’s engagement with school curricula. Learning is, 
after all, not just about the simple acquisition of knowledge or skill, it is also 
about their appropriation within the personal identity of the learner. Since learn- 
ing is thus inevitably connected to cultural identity (see Chapter 7, Section 1.3 and 
2.4 and Readings 7.8 and 7.9), then social class is a crucial factor. If social justice 


http:/Awww.rtweb.info 


Dimensions of Difference. 


TT rrrvww_ WC 0 


2.5 


and equality of opportunity are important, then this implies that curricular and 
educational processes should be accessible to children from all backgrounds. This 
is an ertduring theme, but also provides an important principle to work towards. 


Age 


The Universal Declaration of Children’s Rights establishes the principle that chil- 
dren and young people should not be discriminated against because of their age. 
However, whilst the use of the term ‘ageism’ is normally associated with the eld- 
erly, it is arguably as appropriate in respect of children’s experience of growing up 
in an adult-dominated world. Research in the sociology of childhood has repeat- 
edly demonstrated how children’s perspectives, activities and rights are structured, 
ignored or constrained by adults (James, Jenks and Prout, 1998; Miller, 1997). 
Alternative conceptions of children as being either ‘innocent’ or ‘evil’ (Aries, 1962) 
can be found in popular culture (and public policy), with the associated adult 
responses of both protection and moralizing. Thus we lurch between indulging 
children and telling them off. In fact, younger people are much like older people. 
They are intelligent, strategic decision-makers, working with the knowledge and 
information they have available, and seeking to develop security and a meaningful 
identity in life. Within the limits of their development, experience and resources, 
they negotiate their circumstances and pursue their interests (for instance see 
Pollard and Filer, 1999, for an analysis of ‘pupil careers’). 

Teachers have been accused of constraining children because of a misplaced 
adherence to Piaget’s conception of ‘stages of development’ (Walkerdine, 1984, 
see also Chapter 7, Section 1.2). There is a risk that assumptions associated with 
National Curriculum ‘levels’ could have a similarly limiting effect. Whilst recog- 
nizing the imperatives of developmental processes and measured attainment, so 
many capabilities have now been demonstrated at very young ages that it is 
foolhardy to underestimate children in any way (see, for instance, Gopnik, Melt- 
coff and Kuhl, 1999; Mehler and Dupoux, 1994). A simple, but appropriate, 
position therefore is to say that children and young people should always be 
taken seriously as thinking decision-makers. They should be offered explan- 
ations, and talked with (not at) in ways that are appropriate to their understand- 
ing. Additionally of course, among the indivisible rights that applies to children is 
the right not to be punished physically (see Article 19 of the UN Convention on 
Children’s Rights). 

Such principles are not easy to put into practice, though suggestions will be 
found throughout this book (for instance, see Chapters 5 and 12 on understand- 
ing pupil perspectives, Chapter 6 on negotiating classroom relationships, and 
Chapter 14 on target setting with children and pupil self-assessment). Perhaps 
the biggest challenge however is to treat children equally in the course of such 
processes. It is all too easy to talk, listen and negotiate with articulate, well- 
behaved pupils whilst leaving less engaging children on the margins (see the 
discussion of ‘goodies, jokers and gangs’ later in this chapter). This will produce a 
differentiating effect within the classroom. me 

There is another sense in which children’s age can lead to social differences. In 
the UK, children are required to begin formal education in the school year in 
which they become five years old, but there is wide local variation in admission 
policies. Thus some full cohorts start at the beginning of the year, other children 
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are admitted at the beginning of the term in which their birthday falls, whilst the 
remainder must wait until after their fifth birthday. The accident of birth date, 
when combined with the start of the school year in September each year, produces 
age effects that can be traced through attainment in secondary school. In particu- 
lar, children who are young in their year can suffer from low teacher expectations 
when immaturity is misinterpreted as a lack of ability. Of course, starting school 
early is not necessarily a positive benefit and the admission age for formal school- 
ing is much higher in many parts of the world. For instance, in much of Scandina- 
via children start formal school at age seven or later because they are deemed to 
need more open, play-centred experiences as a basis for their early development. 

The introduction of the Foundation Stage in England could be seen as a move in 

this direction. 

Once inschool, children are usually managedasa class. However, many primary- 

school classes are made up of mixed year groups and maintaining high-quality 

. learning experiences for children across the age range is a significant challenge. 

| Nevertheless, this is clearly each child’s right, and some countries do move ehildren 

on the basis of attainment rather than age. However, see Chapter 9, Section 3.2 for 
suggestions on the UK solution, the differentiation of learning activities. 

Overall therefore, we can see that age is a potentially significant dimension of 
inequality. Because of developmental processes, professional judgement on age 
appropriateness is essential, but the fundamental principle is to respect even 
young children’s dignity and agency. An even bigger challenge is to do this 
equally for all children, irrespective of character, background and date of birth. 


2.6 Sexuality 


There is still considerable social stigma associated with open expressions of sexu- 
ality and most teachers are understandably hesitant about addressing such issues, 
especially with young children. Yet the recognition and acceptance of such differ- 
ences may be extremely important to the provision of equal opportunities for 
some pupils — and also for some teachers and others in the school community. 
Indeed, the increasing openness of members of the lesbian and gay communities 
has generated more supportive recognition of them as minority groups. 

With regard to education, there are several important issues to consider. First, 
what is the school experience of teachers who are lesbian or gay? Discrimination 
has been common in the past, obliging many to work under the continual stress of 
pretence and secrecy. Second, what provision should be made for children who 
come from families where one or more members are lesbian or gay? The relation- 
ship may be just as stable, loving or prone to breakdown as any heterosexual 
marriage. Do the ethos and curriculum of the school offer appropriate support to 
such children? Third, should primary school pupils be introduced to sexuality as 
an issue or not? There is likely to be awareness among many. For instance, we 
know that accusations of homosexuality are sometimes used among surprisingly 
young children to reinforce conformity to sex roles. An independent girl may be 
accused of being a ‘lessie’, or an affectionate, gentle boy may be labelled ‘queer’ 
or a ‘poof’. The term ‘gay’ may be used to mean ‘pathetic’ or ‘naff’ — thanks to 
the South Park cartoon. The notorious ‘Section 28’, which became part of the 
Local Government Act (1986), prohibited the ‘promotion’ of homosexuality and 
exerted a strong influence on the teaching of this important subject. It has now 
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been repealed but it remains to be seen whether sexuality will become more 
freely discussed within sex education programmes. What place should discussion 
of sexuality have in a sex-education programme? 
In Section 2 above, we have briefly introduced six dimensions which research 
i shows may, in interaction, be associated with unequal experiences and life 
chances. These are enormously complex issues, and no teacher can shoulder full 
responsibility for them. However, we do have a responsibility to consider how 
our daily practice may affect such issues, and this could partially be achieved 
though a review of our expectations of particular children. This is suggested in 
Reflective Activity 15.2. 


PTSIIT} 


In the previous two sections, we have considered both common influences on 
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their concepts, knowledge and frameworks for making sense of the world. ‘Soci- 
ety’, ‘the media’, ‘schooling’ and much else, gradually contribute to each child’s 
sense of himself or herself, and sense of difference from others. Such processes 
are often reinforced within schools by the interaction of teacher decisions and 
peer-group cultures, as is described in the next section of this chapter. 


POLARIZATION WITHIN SCHOOLS 


When children share a similar position in relation to school success or failure and 
regularly come together as a group, they begin to develop sub-cultures. For 
example, children who are regularly placed in different ‘sets’ or groups for par- 
ticular activities are likely to develop a sense of themselves as a group (Ireson and 
Hallam, 2001, Reading 15.3). 

This is a very common social process. Indeed, whenever children (or people of 
any age, for that matter) regularly experience being ‘differentiated’ by organiza- 
tions or in other circumstances, they tend to share their experiences and provide 
each other with mutual support. Such groups develop both friendships and their 
own perspectives - ways of thinking about themselves and ways of. thinking 
about other people. As they bond together, the cultures of each group tend to be 
affirmed more strongly, particularly if there is rivalry or competition between 
groups. In school contexts, the latter process is termed ‘polarization’, for ironic- 
ally, it involves a reinforcement of the initial differentiation as the children them- 
selves respond to it. In a sense, it is a form of cultural coping strategy, developed 
in response to experience and circumstances. But it is a strategy that can easily 
make a poor situation worse. 

There has been a series of studies of such processes within secondary schools 
(e.g. Ball, 1981a; Hargreaves, 1967; Lacey, 1970) which has shown how children 
interpret their experiences of differentiation. There are tendencies for them to 
identify with or against school, and children who feel that they are ‘educational 
failures’ may reject school values in order to protect their own pride and self- 
esteem. Similar processes may be found in primary-school contexts. Indeed, Pol- 
lard and Filer (1999) traced the ‘school careers’ of individual pupils and recorded 
the social influence of peer, family and teacher relationships as they form increas- 
ingly differentiated and unique identities. The danger, of course, is that such 
processes reinforce and deepen exclusion, thus creating a negative cycle of poor 
behaviour, under-performance, low self-esteem, and negative peer influence 
which is extremely difficult to break out of. 

This analysis is summarized in Figure 15.1, and a more complete discussion is 
available in Reading 15.2 and Pollard, 1987a. 

Similar arguments have been developed in relation to gendered cultures within 
primary-school peer groups, and show the overlapping of such significant factors. 
For example, Reay’s study (2001) of girls’ friendship groups — ‘Spice Girls’, ‘Nice 
Girls’, ‘Grrlies’ and ‘Tomboys’ - showed a very common range of responses to 
school circumstances, but highlighted the way this was overlain by cultures of 
femininity. As she put it, ‘despite widely differentiated practices, all of the girls at 
various times acted in ways which bolstered boys’ power at the expense of their 
own’ (p. 153). Similarly, Renold (2001) showed how dominant ideas about 
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SCHOOL PROCESSES SOCIAL CONSEQUENCES 
Differentiation Individual's life chances 
Polarization individual's sense of identity 


Figure 15.1 Differentiation-polarization process and its consequences 


masculinity shape boys’ dispositions to schooling, school-work and academic 
achievement. She found that, even in primary school, high-achieving boys felt the 
need to use ‘disguise’ to maintain an apparently masculine disdain for school- 
work, and also clearly wanted to differentiate themselves from girls. In such 
ways, pervasive cultural differences within our societies are reinforced by social 
processes within schools, classrooms and playgrounds. 

Perhaps, differentiation and polarization processes are inevitable in schools, 
but this cannot diminish our responsibility as teachers for monitoring them and 
for acting to minimize divisive effects. Reflective Activity 15.3 offers a way of 
gaining some insights into the polarization of primary-school pupils within their 
peer culture. 


Reflective activity 15.3 
Aim: To explore children’s perceptions of playground friendships. 


Evidence and reflection: Watch the children at your school in the playground. 
Notice particularly how children use and occupy playground spaces and any 
significant actions or verbal exchanges between different groups of children. 
Make quick notes of your observations. i 

In the classroom, talk with the children about their friendship groups and 
their use of the playground. Ask them to draw a plan of the playground, 
marking areas in which they or others like to go or play, and noting the major 
activities that take place. Discuss the plans with the children in friendship 
groups. Take the opportunity to discuss how they feel about playing with 
different groups of children. 

Make a note of the points that emerge. Do you begin to get a sense of the 
friendship groups that exist within the pupil culture of your school? What are 
their characteristic activities and attitudes to school? 


Extension: Share your response to the activity with a colleague who has also 
done the activity. Can you see any patterns in terms of the major friendship 
groups and the attainment and attitudes to school of the children within 
them? Do some have higher status and others lower? How do the patterns 
in children’s friendships relate to organizational differentation within the 
school? 
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A key connection is to try to relate the differentiating effect of teachers and 
schools to the polarizing processes that occur within child culture. The key pro- 
cesses die in a chain as classroom differentiation is reinforced by polarization and 
then begins to affect self-image and self-esteem. The next effect is likely to be felt 
on‘attainment and, in due course, inclusion, exclusion and life-chances. 

Lest readers feel overawed by the responsibilities outlined above, we should 
remember two realities. First, all children have different prior experiences and 
capabilities on entry to classrooms. Teachers cannot wave magic wands and 
make them all be equal in what they can achieve, though pupils do have equal 
rights to be supported in fulfilling their potential. Second, the differentiation of 
pupils to meet educational needs is both necessary and inevitable in classrooms. It 
is part of helping each child to fulfil their potential. And yet, that prime responsi- 
bility also brings a second responsibility, which is, wherever possible, to mitigate 
adverse social effects. In Section 4, we consider the nature of this challenge. 


4. SOCIAL DIFFERENTIATION: SOME CHALLENGES 


‘Differentiation’ is used here to refer to social processes which increase distinc- 
tions between children and which are largely under teacher or school control. 
There is a danger, of course, that these accumulate to undermine and ‘exclude’ 
some children. 

At a whole-school level, a classic form of differentiation is ‘streaming’ which 
was commonplace in the 1960s but was found to be divisive (Barker-Lunn, 1970; 
Jackson, 1964). New forms of ‘setting’ for particular subjects have been develop- 
ing in recent years and it remains to be seen if these will have unintended social 
effects, as seems likely (Ireson and Hallam, 2000, Reading 15.3). Within class- 
room settings, differentiation arises from such practices as the use of ‘ability- 
based’ groups, hierarchically organized schemes of work, ‘star’ systems for 
rewarding good behaviour, imbalances in the display of children’s work, and 
from Variations in teacher’s perceptions of and relationships with children. We 

The discussed similar issues from the perspective of lesson planning in Chapter 9. 

In many situations some differentiation for educational purposes is likely to be 
unavoidable. Indeed, the emphasis which we have placed on matching learning 
tasks to the needs of individual children makes it clear that elements of such 
differentiation are essential if teachers are to help each child to maximize his or 
her full potential. And yet educational differentiation also has social con- 

oe sequences. Most immediately it can affect self-esteem and social status (see 
Chapter 5, Section 2.1; Lawrence, 1987; Maylor, 1995). This impacts on self- 
confidence and identity, and then on the ways in which the child engages with new 
learning challenges. Ultimately, it can affect performance which may reinforce the 
cycle again (see Pollard and Filer, 1996, 1999 for detailed case-studies of pupils 

ag experiencing such processes, Reading 5.5). Such spirals can be positive or nega- 
tive, which is why promoting the self-belief of young children makes an important 
contribution to increasing standards of educational attainment. 

The challenge of providing appropriate educational differentiation whilst 
avoiding inappropriate social differention may be particularly difficult when 
implementing new curriculum directives. For example, shortly after the imple- 
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mentation of the National Literacy Strategy in England, Smith and Whiteley 
(2000) found that the majority of primary teachers they surveyed felt that the 
Literacy Hour represented an inappropriate and poorly differentiated pedagogy. 
These teachers criticized the Literacy Hour because in their opinion; 


© It was not suited to classes with children with a large range of abilities. It is very 
difficult to find tasks that are at the right level for all the children in the class. 
Several respondents commented that the higher-ability children gain the most. 

© It was not suited equally to all year groups. One upper-junior teacher complained 


of the Literacy Hour’s ‘infant practices’. 
(Smith and Whitely, 2000, p. 37) 


Worries about the difficulty of meeting the needs of all children during the 
Literacy Hour reinforce concerns about provision for children perceived to have 
SEN. An NFER pilot survey in 1998 found that children with SEN showed 
less improvement than their classmates (Sainsbury, 1998). Indeed, evidence of 
children being withdrawn from whole-class sessions (Jones, 1999) suggests a 
movement away from inclusive education that many will find ideologically dis- 
turbing. Hopefully, this situation will improve as teachers become more familiar 
with the Literacy Strategy and the material to be covered, and as adaptions 
are made to its requirements. Thorne (1993, Reading 15.4) makes particular 
Suggestions for how to promote co-operation among children. ; 7%, 

Almost all classroom practices thus touch on issues of social differentiation. It 
is part of life. It is not therefore surprising that this section reaches out across the 
book as a whole. The role of the reflective teacher, however, Is to be socially 
aware, to minimize damage and maximize opportunities for all the mace: “y 
or her care. The analysis is elaborated from the discussion in Pollard (1987a, 
Reading 15.2). 
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4.1 The official curriculum ~ how inclusive is it? 


The content of the curriculum, and the focus of books, resources and school 
activities, places value on what is and learned. The curriculum is thus a 
vital issue in the social reproduction of culture and values, as well as knowledge, 
skills and attitudes. As an aspect of differentiation, where the curriculum fails to 
affirm the experiences of particular social groups, then this very omission 
devalues them, just as inclusion could contribute to the development of self- 
confidence. 


National curricula documents are very good at making overarching statements 
about the importance of inclusion in the curriculum. However, the reality is that 
they are forced to be selective in identifying curricular requirements, and they 
often fail to take valid account of the interests of minorities or the disaffected. 
This can increase exclusion. As we shall see (Section 4.6), assessment processes 
taay then reinforce such differentiation, and make relative failures seem ‘official’, 
Chapters 8 and 9 offer a full discussion of other curriculum issues. 


4.2 Classroom management - can you bind them in? 


This is a very important topic, an te treatment of which must recognize the 
classroom necessity for practical effective systems, rules and strategies for 
managing the class and maintaining order, Such issues are the subject of Chapters 

10 and 11 in both this book and in Readings, 
However, the reality is that management and organization of the ‘crowd’ of 
ng children (Jackson, 1968, Reading 6,2) almost invariably rests on forms of social 
differentiation. Thus we have grouping systems, lures for reward and pun- 
ishment, routines for particular phases of the day and a myriad of class- 
room rules (of both explicit and tacit ). Maintenance of such structures is a 
) necessary part of a teacher's repertoire, but we must also recognize that they do 


tend to suit some children more than others. Thus we get different patterns of pupil 
response, ranging from forms of conformity through to negotiation and deviance. 
From here it is not far to the introduction of classroom-management strategies 
based on comparison and competition: ‘The Red Group is sitting up well. I won- 
der if the rest of you could do that too?’, ‘Who is ready to go out now?’, ‘Let's see 
who got that right." In one sense, such interactions simply introduce the children 
to the realities of the modern world, but in another sense they can be seen as a 
form of the classic tactic of ‘divide and rule’ which the powerful have used to 
further their positions throughout history. Teachers are certainly in positions of 
power, and classrooms must be organized and managed effectively. The responsi- 
bility and challenge, however, is in using that power wisely and with social 
_ awareness, in ways which do not undermine the confidence and opportunities of 
children who are less advantaged in school situations. Reflective Activity 6.5 
suggests ways of reviewing the ways in which all children can identify with class 
activities within an incorporative classroom. 


4.3 Language - does yours convey respect? 


Language 1s a primary medium of social interaction and learning. It is thus of 
enormous importance, as we saw in Chapter 12. In Section 2.1 of Chapter 12, we 
raised the issue of linguistic diversity in all its forms. How do issucs such as 
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dialect, accent, vocabulary, grammar, bilingualism, and the use of standard Eng 
lish affect classroom processes (see also Readings 12.4 and 12.5)? Many years 
ago Bernstein suggested that there were two codes = ‘restricted’ and 
‘elaborated’ (1971), Since schools use forms of code, who were 
reliant’ on 1000: SRR RE ede om 
munities, were disadvantaged, However, many linguists following Labov (1973) 


schools, Welsh is the language of i 

Within any classroom there will be children with very different levels of lin- 
guistic capability in relation té the four basic skills of speaking, reading 
and writing in English, Attainment in most school subjects is likely to be closely 
related to these capabilities, but a reflective teacher would wish to monitor the 
extent to which the form of language used in the cl: ssroom helped, or hindered, 
fulfilment of the capabilities of each individual. 

Language is particularly important as a way of making sense of experience, and 
one way in which this is done regarding people and relationships is through 
naming. In the playground domain of peer culusre, names are often used to assert 
inclusion or exclusion between groups of children, This can be quite divisive, a’ 
the example of racist name calling illustrates (Connelly, 199% Troyna and 
Hatcher, 1992, Reading 15,8), However, we as adults can also learn something 
from considering colloquial uses of to name people. 

An innovative and powerful way of analysing language is as 4 form of ‘dis- 
course’, Influenced by the work of Foucault (1977), this approach attempts to 
penetrate beneath the surface features of social interaction to demonstrate how 
relationships are regulated in.terms of power and control, Thus "poststructuralist 
psychologists and sociologists highlight the ways in which personal and polit 
cal issues are embedded within the ‘discursive practices’ of yery ordinary, 
routine interaction. Thus we have analyses of classroom events which highlight 
the ways in which characteristic scripts are played out and in which patterns 
of discursive practice ‘position’ participating subjects in particular ways, The 
exercise of control, with its attendant social consequences for the experiences, 
learning, and identities of children, is thus revealed, For examples of this approac 
to classroom analysis regarding gender see Davies, 1993, and Walkerdine, 198%; 
regarding race, see Epstein, 1993, Reading 15.7. 


Interpersonal relationships - are you fair, understanding and 
interesting? 


We discussed classroom jerry — length sath aha Section anes ~ 
suggested that teachers and ‘ 

Daniel : and heen a weld rales set 
of ‘getting along together’, emerges . 
behaviour and a senee of what is and is not ‘fair’: We suggested that children’s 
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actions might range from conforming to rules, to engaging in routine deviance 
and mischief or, by stepping beyond this, to acting in unilateral and disorderly 
ways. These enduring patterns are indeed commonly found. For example, Pollard 
(1985) identified three types of friendship groups among eleven-year-olds. ‘Good- 
ies’ were very conformist, fairly able but considered rather dull. ‘Jokers’ were able 
and liked to negotiate and ‘have a laugh’ with their teachers. ‘Gang’ group mem- 
bers were willing to disrupt classes, had low levels of academic achievement and 
were thought of as a nuisance. If we relate characteristic pupil actions to types of 
child friendship group, then we can analytically represent the range of likely 
behaviour, as indicated in Figure 15.2. 


Actions within accepted classroom Actions outside accepted 
understandings of the working consensus classroom understandings 


Routine deviance Disorder 


| 


Conformity 


Goodies 


Jokers 


Gangs 


Figure 15.2 Parameters of child behaviour 


Figure 15.2 simplifies significant complexities, but it does highlight some 
important social consequences of classroom relationships. In particular, it draws 
attention to the issues of being fair and offering interesting learning opportun- 
ities. If the quality of both interpersonal relationships and curriculum provision is 
high, then the parameters of children’s actions are likely to move to the left of the 
diagram and children’s behaviour and inclusion are likely to improve. If inter- 
personal relationships are poor and curriculum provision is inappropriate, then 
the parameters are likely to move to the right of the diagram. The result is likely 
to be an increase in disruption, a decrease in learning and the growth of dissatis- 
faction with school. Overall, social differentiation and exclusion are likely to 
increase, as the teacher acts to deal with disruptive children — who may then 
become ‘labelled’ as such. 

It is very easy and common to see causes of disruption as being exclusively to 
do with particular children. Reflection on the quality and pattern of relationships 
and of teacher actions in respect of the working consensus may provide another 
set of issues for consideration — issues, furthermore, which, to a great extent, are 
within our own control_as teachers. For evidence of the role of the teacher in 
engendering or reducing disruption try observing a group of children working in 
different contexts with different teachers. 


Teacher expectations — can you enhance the confidence of all? 


The expectations of teachers for the children in their charge have long been 
recognized as contributing to children’s achievements in school. The classic study 
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Reflective activity 15.4 | 


Aim: To reflect on the quality and consequences of relationships between 
teacher and children, over several weeks. 


Evidence and reflection: A diary should be kept, and the contents reviewed 
later. In this diary classroom events, observations and personal feelings can 
be recorded, particularly regarding the behaviour of a range of children 
with different attitudes to school. Perhaps ‘goodies’, ‘jokers’ or ‘gang’ 
children might be tentatively identified (see Figure 15.2). 

Some weeks later, the diary should be reviewed. This will trigger personal 
recall of events and feelings, and enable you to construct a meaningful (and 
evidence-informed) story of how classroom relationships developed. Did the 
children’s behaviour remain within the bounds of the working consensus that 
you had previously established with them — just a little mischief and other 
forms of routine deviance? Or were some pupils acting beyond these limits so 
that they actually challenged your authority - if so, which children and with 
whom? Could you feel the engagement of the class ebb and flow over the 
period? What helped them to become more settled? What disturbed them? 
Can you relate these patterns to the things that you did, or felt? How did these 
changes affect particular groups of children? 


Extension: Perhaps an important influence on children’s behaviour and appli- 
cation to work is the quality of our own energy, commitment and educational 
provision? If this seems to be true, then a reflective teacher may want to 
consider how the development of good relationships and a stimulating 
curriculum can pre-empt challenging behaviour and produce an inclusive, 
fulfilling classroom. 


of this, by Rosenthal and Jacobson (1968), suggested that a ‘self-fulfilling proph- 
ecy’ could be set up, in which children who were believed to be ‘bright’ would do 
well but, where negative expectations existed, then children. would under- 
perform. Indeed, although the ways in which teacher expectations influence pupil 
behaviour and attainment is highly complex, there is a broad consensus that high 
expectations can have a very positive effect (Gipps and MacGilchrist, 1999, 
Reading 6.6). 

However, other research has shown differences in teachers’ expectations of 
children from different social class backgrounds (e.g. Hartley, 1985; King, 1978; 
Sharp and Green, 1975). Similar issues have been raised in relation to gender 
(Delamont, 1990) and race (Wright, 1992). This raises a very important issue for 
reflective teachers who will want to ensure that they do not unwittingly favour 
some children over others. Two particularly, comprehensive studies of links 
between expectations, behaviour and performance were carried out in London 
and considered differences in terms of gender, social class, race, etc. (Mortimore 
et al., 1988; Tizard et al., 1988). Be 

Whilst teachers should aim to raise their expectations and look for positive 
points for potential development in their pupils, there are also dangers from the 
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existence of negative expectations. For-instance, stereotyping is the attribution 
of particular characteristics to members of a group, and is often used negatively, 
Thus sex role stereotyping might be found, say, in an infant classroom with girls 
being encouraged to become ‘teacher helpers’. Perhaps they might also play 
domestic roles in the ‘home corner’ while boys engage in more active play such 
ng as using construction equipment. Some research (e.g. Murphy, 2001, Reading 
15.6) suggests that gendered play might be related to later differences in learning 
styles. However, as Walkerdine and other feminists have shown, girls in such 
situations can assert powér through the adoption of an appropriate discourse 
(Walkerdine, 1981). Stereotyping should be avoided, but it is never absolute in 
its effects. 
Bias is a further source of unequal treatment of pupils. It might refer to images 
and ideas in books and in other resources which suggest the superiority or 
ine inferiority of certain groups of people (see Chapter 8). However, educational 
procedures can also be biased in themselves. For example there has been a long+ 
standing debate about-bias in intelligence tests and such questions are recurring 
with regard to aspects of national assessment procedures. This debate has focused 
on class, gender and cultural bias at various times and is closely associated with 
the ways in which disadvantages can be ‘institutionalized’, The institution- 
alization of disadvantage refers to situations in which social arrangements and 
procedures are established and taken for granted, despite the fact that they 
may systematically disadvantage a particular social group. Epstein has pro- 
vided a particularly clear analysis of this with regard to racism (Epstein, 1993, 
Reading 15.7). 
For a practical enquiry to try at this point, you could revisit Reflective Activity 
line 5.3. This explores teacher perceptions of children in class and the possibility of 
patterned differences in the ways in which particular groups of children are 
viewed. 


4.6 Assessment -can you minimize the risk of exclusion? 


The evaluation of pupils has always been an endemic feature of classroom 
and school life (Jackson, 1968, Reading 6.2). After all, children attend school 
to learn. However, following the 1988 Education Reform Act, the significance 
of assessment in primary education has grown considerably (see Chapter 
14). Whilst it once took place relatively informally using intuitive criteria, 
assessment has become increasingly ‘categoric’ and formal (Osborn et al., 
2000). 

Children are aware of teacher judgements in many ways (Pollard et al., 2000), 
and indeed, of where they personally stand in relation to them. Even in routine 
classroom life there are often relatively overt indicators of attainment and, des- 
pite the best efforts of teachers, children are often acutely aware of their position 
in reading-book systems, maths schemes or grouping systems. Pupils are also very 
aware of more subtle indicators of teacher assessment and disposition, for these 
are revealed through the quality of rapport or interaction that develops between 
the teacher and particular individuals. Some argue that because the Literacy and 
Numeracy strategies emphasize class teaching, where everyone works with the 
same material, this reduces the likelihood of children feeling that they are getting 
‘left hehind’. However, as has already been discussed, whole-class teaching does 
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raise the issue of how to meet different needs through differentiation. A number 
of strategies may be useful here, for example, by asking different pupils different 
types of questions. 

In England and Wales, for the core subjects, National Curriculum Assessments 
(NCA) including Teacher Assessment (TA) are now required (see Chapter 14, 
Section 2). As explained in more detail in Chapter 14, children’s attainment must 
be assessed against external criteria or ‘levels’ which are set out in the statutory 
orders for the subject. Whilst the NCA are assessed by a child’s present attain- 
ment against specific criteria, teacher assessment for this purpose is based on 
judgements of which official ‘level description’ provides -a ‘best fit’ with the 
pupil’s attainment. This judgement is obviously vulnerable to the unintended 
influence of teacher expectations, stereotyping, etc. and variations in the assess- 
ment process itself. Indeed, with particular reference to contextual variations in 
performance, Filer (2000) has argued that assessments should be seen as social 
products rather than as ‘objective’ measures (see also Filer and Pollard, 2000, 
Reading 14.7). 

A related issue concerns the range of pupil attainments that are assessed. Most 
emphasis is on the core curriculum, and this is particularly ‘high stakes’ because 
of reporting and publication requirements. However, this bias makes it hard for 
teachers and schools to provide parity of esteem for the achievements of children 
whose talents may lie elsewhere, in art, music, physical education, etc. This is an 
issue of the validity of the forms of assessment, but it also has implications for 
equal opportunities and the social differentiation of pupils. 

Social differentiation is connected to assessment processes because of the use 
that is made of assessment information, and also because of the social messages 
that are conveyed. For instance, assessments in reading or number work are often 
used as a basis for the allocation of pupils to groups. At a whole-school level, 
other ways of setting or targeting to match the intellectual challenge to each child 
are also developing rapidly. Placement of a child in a particular group or set will 
certainly be noted by parents and by other pupils, and the latter may well identify 
the ‘bright ones’ and ‘thickos’, with consequent implications for the self-image 
and social status of both groups. There is research evidence that the assessment 
process itself can place children under enormous pressure and can have a negative 
effect on children’s perceptions of themselves and their peers. For example, in an 
article entitled evocatively ‘I'll be a nothing’, Reay and Wiliam (1999) identify the 
fact that many children are anxious and afraid during formal testing processes. 
This can reduce an individual’s self-esteem and sense of agency. Moreover, high- 
attaining peers may become the subject of bullying as a consequence of good 
results. : 

Encouraging pupils to become involved in target setting and self-assessment 
(Chapter 14, Section 1.3 and Readings 14.4 and 14.5) are constructive ways of 
guiding each child to understand what is needed for future development and to 
recognize their own capacities. In particular, the involvement of each pupil in self- 
assessment is likely to make its implications less socially divisive and to bring new 
challenges within the control and understanding of the child. 
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Reflective activity 15.5 


a 


as 


Aim: To investigate assessment results, their use and implications. 


Evidence and reflection: Consider a set of test, task and/or teacher assessment 
results for one subject, say English, for a year group. Are there any patterns 
in the scores in relation to gender, ethnicity, social class, age, special needs, 
etc.? Do you feel that the results provide a valid indicator of the full attain- 
ment of the children? Do the results give a clear indication as to what the 
children have achieved? What use is made of such results within the school? 
What meanings are inferred by other teachers and parents? How do pupils 
interpret the results when thinking about others, and when thinking about 
themselves? 


Extension: Try reading Armstrong (1989) and Drummond (1993, Reading 
14.6) for suggestions about how important it is to use valid forms of 
assessment and to relate outcomes to children’s learning needs. 


4.7 The hidden curriculum — tacit messages in your classroom? 


i 
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As teachers, the consequences of our actions are likely to show in the perspec- 
tives, attitudes and behaviour of children whom we teach. Indeed, to ‘socialize’ 
children into the ‘values of society’ has often been seen as part of a teacher’s role 
(Dreeben, 1968, see also Chapter 4, Section 1.2, Chapter 18, Section 1, and Tate, 
1997; Parsons, 1959). However, this often occurs relatively imperceptibly and 
unconsicously. There also needs to be some discussion as to the nature of the 
‘society’ into which the children are to be socialized. 


The concept of the ‘hidden curriculum’ offers a way of understanding such 


processes. As we saw in the introduction of Chapter 8, the hidden curriculum is 
defined as those tacit assumptions and practices which nevertheless convey mes- 
sages and expectations to children. Some sociologists have suggested that the 
hidden curriculum is directly concerned with reproducing social conformity. For 
instance, Bowles and Gintis (1976) argued that some school processes tend to 
induce passivity and the acceptance of authority in combination with concern for 
the quantity and quality of work irrespective of purpose. There was said to be a 
‘correspondence’ between the social relationships of workplaces and those of 
schools. The suggestion which follows is that, rather than becoming self-critical, 
flexible, life-long learners, children who attend such schools may come to accept 
future positions in society which ‘seem appropriate’ to their social class, gender, 
race, etc. Their future opportunities and rights as individuals might thus be nar- 
rowed by school practices. Dale (1977) suggested that such processes of social 
reproduction have always existed within the education system. However, 
whereas they were once relatively explicit in the official curriculum, in modern 
societies it is the ‘form’ of schooling which is important. This is part of the 
‘hidden curriculum’. 


An example of this may be helpful. Pollard (1985) collected examples of 
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teacher talk — instructions, comments, questions. They were analysed to reveal 


three clusters of values: 


1. Relating to productivity and efficiency at school work 
Effort (e.g. Let’s make a really big effort today.) 
Perseverance (e.g. Try a bit longer.) 

Neatness (e.g. That’s a nice page.) 
Regularity (e.g. Is that your best work?) 
Speed (e.g. Has anyone finished yet?) 


2. Relating to behaviour and social relationships 
Self-control (e.g. Stop being silly.) Y 
Obedience (e.g. Did you hear what I said?) 
Politeness (e.g. That's not a very nice thing to do.) 
Quietness (e.g. Silence, now.) 
Truth (e.g. Let’s have it straight now.) hing.) 
Respect for authority (e-8- Hands up if you want something 
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3. Relating to individualism and competitiveness 
Achievement (e.g. Have you got that right?) 
Individualism (e.g. Do it yourself.) 

Hierarchy (e.g. Who got ten out of ten?) 
Self-reliance (e.g. Go and find out.) 


The existence of such values in schools may seem to support the current social 
and economic system which sets out to achieve high levels of both economic 
productivity and of individual competition. Simultaneously, at the classroom 
level, such values may also support teachers’ concerns with discipline and con- 
trol. They thus may seem to ‘make sense’ at both levels. 

We might note that the hidden curriculum of schooling is the very antithesis of 
the formal goals of producing articulate, independent, flexible, self-critical, life- 
long learners which have been promoted by politicians as being essential attrib- 
utes for the twenty-first century. Ironically, however, research suggests that one of 
the unintended consequences of the drive to raise attainment in the core subjects 
of English, mathematics and science is to compound the effects of the long- 
established hidden curriculum of schooling and to undermine pupils’ learning 
engagement further (Pollard et al., 2000). 

The projection of values is inevitable in a classroom, but these should be 
carefully monitored as a necessary part of reflective practice. 


POLICY AND PRACTICE FOR INCLUSION AND 
SOCIAL JUSTICE 


In this chapter we have suggested a number of ways in which reflective teachers 
might monitor their practices in terms of social consequences and the provision of 
inclusion and equal opportunities. Such monitoring may also facilitate our own 
learning and professional development because of the increase in our understand- 
ings of classroom life. 

Any of the forms of social differentiation, described in Section 4 above, could 
harm a child’s sense of self-esteem and thus their learning. They influence self- 
confidence and engagement with educational experiences. Where children. are 
adversely affected by several factors, effects are likely to be compounded and 
may lead to a sense of exclusion. A review of these possibilities is suggested in 
Reflective Activity 15.6 overleaf. However, there can be difficulties here, for class- 
room life makes complex demands on teachers. Indeed, Doyle (1977, Reading 
11.1) has suggested that, for trainee teachers, the complexity and need for rapid 
decision-making in classrooms can often be overwhelming. Ways of simplifying 
such complexities need to be found. 

We would suggest that one way of simplifying such complexities is to con- 
sciously try to develop classroom policies for social inclusion. As long-term 
targets, such policies can inform specific actions and support continuous devel- 
opment. Reflective teachers who have gathered evidence on their practices 
should be in a very good position to think through such policies and to take 
control of their own classroom actions. It is one more way of ensuring that the 
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cyclical process of reflection, discussed in Chapter 1, Section 2.2, moves forward 


positively. 


Lt 
nal 


Reflective activity 15.6 
Aim: To reflect on common forms of social differentiation and polarization. 


Evidence and reflection: Review the issues raised in Sections 3 and 4, and read 
Pollard’s article on ‘social differentiation’ in Reading 15.2. Seven aspects of 
classroom differentiation are raised, as is the multiplying effect of polariza- 
tion within pupil culture. Consider each in turn as they may apply to your 
own classroom. 


The official curriculum 

Classroom organization and management 
Language 

Interpersonal relationships 

Teacher expectations 

Assessment 

The hidden curriculum 

Polarization within pupil culture 


Choose one issue for particular attention, and target developments in your 
practice which you think will help you to provide more equal opportunities 
for your pupils. Try out your ideas for, say, a week. As you do this, identify 
the things which go well and consider how you were successful. Think about 
the things which did not go so well. Consider the difficulties you encounter 
and alternative approaches you could try. 


Extension: You might like to consider the ways in which various forms of 
differentiation and polarization may interconnect. A specific focus helps to 
make development work manageable, but is likely to highlight other issues for 
further exploration. Pace classroom development work, reviewing and plan- 


The list below provides some examples of issues about which long-term 
policies on inclusion might be framed, though obviously many others could be 
identified. In considering them, it is obviously important to consider the key 
dimensions of difference — disability and special needs, gender, race, social class, 
age and sexuality. 


1. Listening to children. As part of the search for understanding the interactive 
nature of the teaching-learning process it is clearly important to gain access 
to children’s perceptions. This requires that we are open and receptive 
listeners and it may change our relationship with the children. Also, in 
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encouraging children to explain their views they are also likely to begin to 
reflect themselves. This process may help the children to become more aware 
as learners and perhaps help them to develop independence and self. 
confidence. However, such developments are unlikely unless we consciously 
and consistently provide the conditions for children to talk and explain their 
points of view. 


s 


Being positive. It is very easy to respond negatively to children when under 
pressure. Perhaps taking a policy-decision to try to beencouraging, and to 
seek out good work and reinforce creativity, would provide a check and a 
guide when responding in potentially difficult situations. 


s 


Encouraging co-operative relationships among children. This is particularly 
important because of the effects which pupil culture can have. Barrie Thorne 
(1993, Reading 15.4) suggests a range of teacher strategies including using 
particular forms of grouping and task setting, facilitating equal access to 
activities and intervening to challenge stereotyping or inappropriate use of 
power. 


Acting ‘fairly’. This is a very suitable issue for a policy-decision bearing in 
mind the power of teachers as seen by children. It is a very important issue to 
children and simply calls for awareness of how they are likely to view a 
teacher’s action before it is made. The role model offered by a teacher as she 
exercises her authority is certainly a very significant social consequence of 
classroom life. 


CONCLUSION 


Whatever forms of school or classroom practices are developed, there will be 
social consequences, because processes of social differentiation and polarization 
are impossible to avoid in school settings. A crucial issue thus concerns how to 
manage these social processes so that their most divisive effects are mitigated. At 
the same time, the promotion of social inclusion and social justice should be 
actively pursued through school policies, teaching of the curriculum and other 
classroom practices. They are difficult goals, but working towards them neverthe- 
less remains a continuing educational responsibility. Education may not be able 
to change society (Bernstein, 1970), but teachers should endeavour not to make 
society more fractured than it is already and should, if possible, try to ameliorate 
its divisive effects. 

Despite a comprehensive awareness of the risks of exclusion and positive 
commitments regarding constructive classroom policies and social justice, it is 
clear that classroom teachers cannot act in isolation from the school in which 


“they work and the society in which they live. For this reason we conclude the 


book by moving ‘beyond the classroom’ to consider the reflective teacher in the 
context of schools and society, 
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Key readings 


There is an enormous amount of literature on social exclusion, differentiation, equal 
opportunities, etc., and this list is highly selective. Consulting RTweb will expand the 
choice. 

We begin with two books of overall interest. For an insightful, value-led, yet 
practical account of developing equal opportunities practices in primary school class- 
rooms, see: 


Griffiths, M. and Davies, C. (1995) 
In Fairness to Children. 
London: David Fulton. 


For a discussion of the ways in which children’s social, moral and cultural development 
can be promoted through debate and a critical appraisal of citizenship with regard to 
issues of social inclusion, see: 


Holden, C. and Clough, N. (eds) (1988) 
Children as Citizens: Education for Participation. 
London: Jessica Kingsley. 


Specific treatment of particular issues with regard to dimensions of difference is provided 
in books such as the following. 
On disability and special educational needs, innovative perspectives are provided by: 


Croll, P. and Moses, D. (2000) 

Special Needs in the Primary School. 

London: Cassell. in} Reading 10.6 
Thomas, G. and Loxley, A. (2001) 

Deconstructing Special Education and Constructing Inclusion. 

Buckingham: Open University Press. 


On gender, Gallas and Francis provide two interesting books. Gallas quotes the children 
she teaches as a vehicle through which to explore the way in which they experience and 
understand issues of gender, race and power. Francis highlights the ways in which children 
make sense of their classroom (and other) experiences in ways that reinforce gender 
identities. 

Gallas, K. (1998) 

‘Sometimes I can be Anything’: Power, Gender and Identity in a Primary Classroom. 
London: Teachers College Press. 
Francis, B. (1998) 

Power Plays: Primary School 
Work. 

Stoke-on-Trent: Trentham. 

On race, Connolly has produced a fascinating account of the perspectives and social 
also incorporating a gender perspective. Nieto uses the 


Iticultural classrooms and schools to discuss edu- 
Hatcher demon- 


Children’s Constructions of Gender, Power and Adult 


relationships of young children, 
experiences of teachers in creating mu! , d 
cational inequality and the influences of culture on learning. Troyna an 


strate how racism permeates. 


Connolly, P. (1998) 

Racism, Gender and Identities 0 
Inner-city Primary School. 
London: Routledge. 


f Young Children: Social Relations in a Multi-ethnic, 
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Nieto, S. (1999) 

The Light in their Eyes: Creating Multicultural Learning Communities. 

London: Trentham. 

Troyna, B. and Hatcher, R. (1992) 

Racism in Children’s Lives: a Study of Mainly White Primary Schools. 

London: Routledge. nal Reading 15.8 


On social class, the advantages and disadvantages reach well beyond the classroom. The 
most comprehensive account of the facts is by Reid. Many other books trace the implica- 
tions in more personal terms. For example, see work by Reay, Plummer and many others, 


Reid, I. (1998) 

Class in Britain. 

Cambridge: Polity. 

Reay, D. (1998) 

Class Work: Mother’s Involvement in Children’s Schooling. 

London: University College Press. inal Reading 4.5 


Plummer, G. (200) 
Failing Working Class Girls. 
Stoke-on-Trent: Trentham. 


Dimensions of difference are not discrete categories. Increasingly researchers emphasize 
the ways that the social disadvantages associated with each category may be compounded 
by the disadvantages associated with another. 


Given the performance pressures of recent years, increasing numbers of schools have 
returned to the practice of grouping children by achievement. The following report 
reviews the research literature to attempt to assess the possible implications of this trend. 


Sukhnandan, L. and Lee, B. (1998) 
Streaming, Setting and Grouping by Ability: a Review of the Literature. 
Slough: NFER. 


An analysis of how national assessment requirements can actually reproduce social exclu- 
sion is: 


Filer, A. and Pollard, A. (2000) 
The Social World of Pupil Assessment. 
London: Continuum. ng Reading 14.7 


Most specialist educational publishers also have useful series of books based on social 
inclusion, equal opportunities and the sociology of education. For instance, in the UK see 
the catalogues of Continuum, RoutledgeFalmer, David Fulton, Simon and Schuster, Open 
University Press, Paul Chapman Press, etc. 

Readings for Reflective Teaching (the companion volume) offers other closely associated 
work on the issues raised in this chapter. This includes work by authors such as: 
Margaret Maden, Andrew Pollard, Judith Ireson, Susan Hallam, Barrie Thorne, Caroline 
Roaf, Hazel Bines, Patricia Murphy, Debbie Epstein, Barry Troyna, Richard Hatcher. 
RIweb offers additional professional resources for this chapter. These may include Fur- 


ther Reading, illustrative Reflective Activities, useful Web Links and Download Facilities 
for diagrams, figures, checklists, activities. 
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Enhancing professional standards and competences 


This chapter relates to the process of induction and early professional devel- 
opment. It has been designed to support newly qualified teachers and mentors 
in maximizing learning and professional development in the first, formative 
year of teaching. As the TTA’s statement of professional values puts it, 
qualified teachers should: 


Have the motivation and ability to take increasing responsibility for their own 
professional development. 
(TTA, 2002, Standards for the Award of QTS, standard 1.7) 

Very similar statements are made by the authorities in Scotland, Northern 
Ireland and Wales. The chapter does not directly address standards or com- 
petences, for example as identified in DfES circular 0458/2003 and Induction 
for Newly Qualified Teachers in Wales (NAfW 2004). However, these address 
a familiar list of topics (covered elsewhere in this book), but at a slightly more 
advanced level: 

© Planning, teaching and class management 
Making use of relevant information and specialist help 
Monitoring, assessment, recording, reporting and accountability 
Other professional requirements. 


The chapter highlights support which initiates and enhances the career-long 
process of continuing professional development through reflective practice. | 


INTRODUCTION 


In this chapter we focus on the role of reflection in the first year of teaching — the 
‘induction’ period. The chapter will be of particular interest if you are a newly 
qualified teacher, or you are about to become one, or if you are an induction tutor. 
To get ‘first things first’ though, the most crucial question when starting a teach- 
ing career is to think about ‘the sort of teacher you want to be’, as Smith and 
Coldron (1998, Reading 16.1) put it. This issue also relates back to Chapter 5 on 
values and identity. 

A key theme of the chapter concerns the role of an induction tutor (or mentor) 
in facilitating reflection in, on, and for, practice (Eraut, 1994, see also the dis- 
cussion and readings associated with Chapter 2 on mentoring; Schon, 1983, 
Reading 1.2). The principles that are highlighted in this chapter apply in any 
context. However, we provide examples from the current national induction 
arrangements in England. The chapter is organized around three questions: 


© What are the main characteristics of the induction period as it is currently 
defined? 


© What is the relationship between mentoring and reflection? 
© What is the role of the mentor in the development of reflective practice within 
induction? 
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The first section of the chapter outlines the main features of the current induction 
process as outlined in the national framework for induction for England 
(DfES, 2003c). It relates this description to the historical development of induction 
arrangements in England and argues that current arrangements support particu- 
lar forms of reflection. The main features of the induction process are reviewed, 
including the writing of individual development plans for NQTs, observations of 
teaching, post-observation discussions, meetings to review professional progress, 
and assessment meetings. 

The second section reviews the generic literature highlighting links between 
mentoring and reflective practice. An important argument is that key elements of 
reflective activity are embedded in professional conversation. 

Finally, the chapter focuses on the link between induction tutoring and reflect- 
ive NQTs. Illustrated through the case of a newly qualified teacher (NQT), 
it is suggested that the induction tutor has a critical role in engaging with the 
NQT as a reflective agent to trigger reflective thinking and action. Mentoring 
conversations are particularly important. 


THE INDUCTION OF NEWLY QUALIFIED TEACHERS 


Whilst this chapter focuses on the current English system of induction, it is 
instructive to note that other areas of the UK, particularly Scotland and Northern 
Ireland, have developed arrangements that are distinctively and interestingly 
different. 

For example, in Scotland the long-established General Teaching Council leads 
a strong commitment to professional induction and development for beginning 
teachers. This work is strongly supported by Local Education Authorities and 
schools, In Northern Ireland there is an integrated approach to initial teacher 
training, induction and the early years of professional development. This draws 
on a common framework of core criteria and competences which is applied 
across each stage. Foci for the competences include professional values, profes- 
sional development, personal development, communication and relationships, 
and synthesis and application. It is interesting to note how the same set of com- 
petences is considered at the three main stages, but different elements are 
emphasized at each stage. For example, a competence statement relating to 
‘knowledge about children’s learning’ is something which should be addressed 
during initial teacher education, whilst ‘knowledge of the education system and 
its interrelatedness’ is something which will be considered mostly during induc- 
tion. The stated aim of Northern Ireland’s approach to teacher education is: 


To encourage beginning professionals to develop their critical, reflective practice in 


order to improve their teaching and the quality of pupils’ vg ee 1B 6.6 


This is interesting because of its explicit references to teacher education and 
critical, reflective practice. In England the notion of teacher education has almost 
universally been replaced by training. The system in Wales is under review, but 
has been considerably influenced by the English approach. (Please see RTweb for 
Links to General Teaching Councils (GTCs) in each part of the UK.) 
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The induction system in England 


When the Labour government was elected to power in 1997 one of the key 
elements of its programme was reform of the education system. One aspect of this 
related to arrangements for the induction of new teachers. Indeed, the Teaching 
and Higher Education Act (1998) was quickly followed by DfEE circulars intro- 
ducing radical new arrangements for the induction of NQTs. 

Two key ideas underpin this policy development. The first is that NQTs have 
an entitlement to effective support and monitoring and access to professional 
development opportunities. The second is that in order to ensure high standards 
of entry to the profession, NQTs should be assessed against a predetermined list 
of national ‘induction standards’. As the Teacher Training Agency put it: 


Structured support and guidance will be provided to all NQTs to help them develop 
as confident professionals, Induction will build on what new teachers have learned 
in meeting the Standards for the award of QTS, and will take account of the 
strengths and areas for development that are set out in the Career Entry Profile. 
NQTs will be assessed at the end of the induction year against a set of induction 
standards. These include a requirement to continue to meet the Standards for the 


Award of QTS and to progress further in specific areas. 
(TTA, 1999, p. 3) 


Of course, the most important person in induction is the NQT. Indeed, there is a 
clearly defined expectation that induction activity should occur with NQTs, 
rather than being as something that is done to them (Bubb, 2003, 2002; Simco, 
2003). This works particularly well when NQTs are willing to take «esponsibility 
for their own professional development, including devising targets, proposing 
actions and engaging in processes of self-assessment against these targets. This 
also creates an excellent potential context for reflection. 

Other stakeholders also have important responsibilities within induction. For 
example, headteachers and governors have responsibilities to ensure that the 
employing school is able to provide a context for induction that enables system- 
atic , rofessional development to occur: Local Education Authorities normally act 
as the bodies that decide whether an NQT has satisfied the requirements of the 
induction period. 

However, perhaps it is the induction tutor within each school who has the most 
crucial influence on the success, or otherwise, of the induction year. This person 
will be responsible for acting as mentor to facilitate professional development 
activities, to observe the NQT and to take part in the assessment process. Carroll 
and Simco (2001) identify a number of very specific responsibilities associated 
with the role: . 


© The induction tutor should have an appropriate knowledge/skills base. This 
includes key skills such as observation, conducting professional development 
tutorials and detailed knowledge of formal requirements. It follows that 
although an induction tutor would almost always be a very experienced 
teacher, the skills of effective teaching are not the same as those of effective 
mentoring. A critical difference is that the mentoring role involves posing the 
right questions at the right time to facilitate professional development in a 
structured and systematic fashion. 
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e A second area of responsibility relates to assessment. Although it is the case 
that an induction tutor does not have sole responsibility for assessing the 
newly qualified teacher, they do have a very significant contribution to make. 
They will need to ensure that they understand the need for assessment to be 
valid, inclusive and evidence-based. 


@ The third major area of responsibility is related to entitlement. Here the induc- 
tion tutor is responsible for ensuring that the newly qualified teacher has every 
opportunity to experience a professional development programme based on a 
rich diet of appropriate experiences and opportunities. 


Key elements of the induction year 


We can now consider six elements of the induction process, noting again that, 
whilst these relate to requirements in England, the principles behind each element 
are transferable to other settings. 


The Career Entry and Development Profile (CEDP) 

One of the aspects of induction which has been elusive for a large number of years 
has been the idea that there should be close linkage between initial teacher train- 
ing (ITT) and induction, Indeed Evans (1978) reminds us that, as long ago as 
1925, the Board of Education was grappling with this particular problem. Is it 
possible for individual professional development to be continuous in an explicit 
and defined way across the barrier which separates initial teacher training and 
induction? In 1999 the new regulatory framework suggested the use of a Career 
Entry Profile to contribute to a more seamless transition between ITT and induc- 
tion (Kempe and Nicholson, 2000, Reading 16.2). The current version of the 
Career Entry and Development Profile (Teacher Training Agency, 2003) has three 
main sections. A brief summary of your training precedes Transition Point One, 
which is completed on the eve of training. Transition Point Two is concerned with 
identifying priorities for training and should be completed at the start of the 
induction period. Transition Point Three is completed at the end of induction. In 
this way personal strengths and weaknesses are clarified and the information is 
utilized to support professional development, It is arguable that this process will, 
inevitably, involve a strong element of reflective practice. 


The individual development plan 
The process of completing the Career Entry and Development Profile will enable 
the NQT to identify a series of professional objectives, recorded at Transition 
Point Two, which are then used to frame action (for example, creating a circum- 
stance where the NQT can observe a colleague teaching the Numeracy Hour), 
success criteria (for example, an enhanced quality of the plenary in the NQT’s 
teaching of numeracy) and target dates for achievement. In essence this process 
amounts to the creation of an individual development plan which can be used to 
facilitate a wide range of professional development activities - such as those 
suggested in this book. Also included here will be observation of other teachers in 
the NQT’s school and beyond, attendance at LEA courses, opportunities for 
professional conversations with subject leaders within the school and collabora- 
tive teaching with colleagues. The principle here is that the identification of 
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specific professional objectives and focused action taken in relation to these 
objectives will lead to identifiable professional development. To support this 
whole process NQTs have an entitlement to 10 per cent release time. 


Professional review meetings 

Built into the induction year arrangements are six professional review meetings 
where there is a process of professional conversation which explores the extent to 
which objectives recorded at Transition Point Two have been met in the light of 
the available evidence. The meeting will then go on to frame new objectives or 
revise existing objectives based on this review. The aim of this process is to ensure 
that the whole induction year centres on identifiable and specific professional 
objectives and actions that lead to clear action and review. In a sense, these 
meetings can be seen as focusing the cycle of reflective development, as described 
in Chapter 1 of this book. 


Observation of NQTs’ teaching 
The process of observation and the professional discussions that surround it are a 
particularly rich context for the realization of reflective practice in the induction 
period. Indeed, with a pre-determined focus and a structured post-observation 
discussion, the induction tutor has an excellent opportunity to act as a reflective 
trigger. The regulations are very specific in regard to the amount of observation 
that is expected and the characteristics of the process of observation. 

The 2003 DfES guidance suggests that all NQTs should be observed teaching 
at least once each half term. Additionally, all NQTs should be observed in the first 


four weeks in post, and observations should focus on particular aspects of the 
NQT’s teaching. 


Observations of others’ teaching 

The idea that observation of experienced colleagues should be included in early 
professional development has been a familiar part of initial teacher training and 
induction for some time. However, the advent of the current arrangements for 
induction means that observation of others can be recast in a more specific way. 
Indeed, the Career Entry and Development Profile requires the NQT to develop 
very clear and precise professional development targets and from these there will 
be a range of different kinds of ensuing action. One such action may relate to the 
observation of other teachers and, because the professional objective is poten- 
tially precise, so too should be the focus of the observation. For example, it is not 
very focused to make a general observation of a Year 6 teacher teaching a Lit- 
eracy Hour and considering issues as and when they emerge — compared, say, 
with addressing teaching techniques within the plenary part of the Literacy Hour 
in relation to the consolidation of learning. 


The assessment of the induction period 

We have already mentioned that there are two elements to the induction period, 
support and monitoring, and assessment. Three assessment meetings are required 
in the induction period. Each meeting would normally be attended by the NQT, 
the induction tutor and the headteacher. The first of the three meetings has a focus 
on whether the NQT has consistently met the requirements for the award of QTS 
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(i.e. the national standards for this) and here many induction tutors would collect 
and cite specific illustrative evidence. However, this assessment will have a much 
broader feel than that carried out at the end of initial teacher training. At the end 
of the second term there will be an assessment against the induction standards, 
which progress from the QTS standards and are fewer in number. In the third 
term there is a summative assessment against all the requirements of the induc- 
tion period. Each assessment is recorded on a national pro-forma which invites 
comments in three key areas which relate to the standards headings: planning, 
teaching and class management; monitoring, assessing, recording, reporting and 
accountability; and other professional requirements. A very small minority of 
NQTs will fail to meet the requirements of the induction period and in these 
cases, subject to an appeals process, will be not be allowed to continue in 
employment in state schools. 

Taken together these six elements can be related to some broader underpinning 
principles of induction. The twin pillars of support/monitoring and assessment 
have been highlighted before, but in the wider sense there is an enhanced ex- 
pectation that the whole experience of induction should be centred on profes- 
sional development. As considered in Chapter 2, Sampson and Yeomans (1994, 
Reading 2.1) consider a range of roles, strategies, skills and qualities associated 
with mentoring and focused on the role of the mentor in structuring arrange- 
ments, in providing support and in training. This analysis also applies to many 
mentoring contexts within and beyond induction, but in the current arrange- 
ments in England it is apparent that there has been a change of emphasis from 
the ‘supportive’ role to the ‘professional’ role, with its clear focus on training, 
educating and assessing (see Moyles, Suschitzky and Chapman, .1998, Reading 
16.4). This is reflected more widely within mentoring in initial teacher training 
and in performance management. It is perhaps because of this shift that the 
induction year now provides a rich context for reflection — at least the kind of 
reflection which flows from the detailed consideration of professional targets and 
objectives. It is to this issue that we now turn. 


Reflection during induction 


In the English context, the 1999 reforms for the induction of new teachers pro- 
vide a strong context for a particular form of reflection. Individual professional 
development has become systematized within a culture of mentoring. A structure 
has been created for individual professional development focused on the Career 
Entry and Development Profile and the progressive refinement of individual 
action plans through specific objectives. ‘ ; 

In a sense, mentoring is becoming ubiquitous in supporting reflective profes- 
sional activity. This includes performance management (see Chapter 17, Section 
5.3), where every teacher from their second year of teaching engages 10 a con- 
tinuous round of setting professional objectives, at least one of vi pas 
impact on pupils’ learning; being observed teaching and receiving feedbac ee 
this observation; and reviewing professional objectives. Such cycles of cou 
professional development are, at least in theory, responsive to indivi ua 
strengths and school priorities for development. A team leader is in place mii 
school to take forward these processes and one of the major =“. a 
person is a range of mentoring skills and qualities. It is perhaps little wonder tha 
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the recent governmental framework for Continuing Professional Development 
(DfEE, 2001a) has at its centre a priority for developing mentoring and reflective 
skills, particularly for subject leaders. As the DfEE puts it: 


We want to encourage teachers, as reflective practitioners, to think about what they 


do well, to reflect on what they could share with colleagues, as well as identifying 
their own learning needs. 


(DfEE, 2001, para 22) 


Of course, it is also the case that conceptions of ‘reflection’ change over the 
years. Previously prominent models supported teachers as relatively independent 
decision-makers in their classrooms, and highlighted consideration of aims, 
values, aspirations and philosophies. Whilst such issues remain important, a more 
limited form of reflection is emerging which is very sharply focused on fine-grain 
details of practice. This form of reflection is seen as a way to become more expert, 
within a nationally established framework of aims and values. Such develop- 
ments can be related to McIntyre’s (1993) definition of levels of reflection. He 
cites three levels. The technical level is concerned with ‘the effective attainment of 
given goals’ (p. 44) and in this respect there is a focus on what might be labelled 
the basic performance competences of learning to teach. A second level of reflec- 
tion by contrast is termed practical reflecti is about the relationship of 
classroom practice to underpinning val lefs. The third level of reflec- 
tion, the critical or emancipatory level process of looking beyond 
practice to become actively aware-of the titutional and societal forces 
on teaching. It is arguable that the curren ents for induction amount to 
an intensification of technical reflective p the expense of the other two 
levels of reflection. i 
In any event, the quality of reflective professional development will be very 
dependent on the relationship between individual NQTs and induction tutors, 
and on the understanding and skill that the induction tutor can offer. At best, he 
or she has a really exciting and constructive role in acting as a reflective trigger to 
the thinking and practice of the NQT. 
Higher-education institutions can also play an impo: 
work with Local Education Authorities on i 
development is highly valued in many pa 
structure supporting early and conti 
and made more coherent. | 
sion together. For case-stud 
‘downhill progress’ and ‘rapi 


t role in this, and their 
d early professional 
this way, the infra- 
lopment is reinforced 
quality of the profes- 
‘steady improvement’, 
993, Reading 16.3. 


MENTORING AS REFL 


We have argued that national arrangements for NQT induction, such as those 
introduced in England, provide a rich opportunity for the development of 
certain kinds of reflective practice, and we have drawn attention to the critically 
important role of the induction tutor as mentor. 


We now explore the nature’ of this relationship between mentoring and 
reflection in.a little more detail. 
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Mentoring and reflection 


The relationship between mentoring and reflection is fundamentally important to 
the professional well-being of individual teachers. 

Reflection is the process through which teachers become aware of the 
conn of their work and are able to take actions which impact positively on 
this. 

Mentoring provides a stimulus, drawing on accumulated professional know- 
ledge and experience, which can help teachers to reflect with purpose and focus. 

Taken together then, reflection and mentoring help to inform and build a cul- 
ture of professional learning. There is an important synergy, which leads to the 
construction of a learning community in the school. These ideas were considered 
briefly in Chapter 1, Section 2.6 in relation to ‘learning with colleagues’, in Chap- 
ter 2, Section 2.2 where we considered the evolving role of the mentor as a 
‘model’, ‘trainer’, ‘critical friend’ or ‘assessor’. They are reinforced throughout 
this chapter in relation to the school as a whole. 

Many argue that the processes involved in learning about teaching are funda- 
mentally complex because classrooms themselves are complex and dynamic 
environments. Calderhead (1991, p. 53) suggests that ‘learning to teach is differ- 
ent from other forms of learning in academic life’ because the process involves 
being able to interpret and respond to complex classroom events with enormous 
rapidity. Some key characteristics of classroom environments were analysed by 
Doyle (1977, 1986, Reading 11.1). They are multidimensional in the sense that 
many events occur in the classroom at any one time. Indeed, each classroom is a 
crowded place in which many people with different preferences and abilities must 
use a restricted supply of resources to accomplish a broad range of social and 
personal objectives. Classrooms are ‘also characterized by simultaneity where 
these events often occur at the same time and with multiple consequences. Fur- 
ther, classrooms are unpredictable, as it is not possible to state in advance 
whether or how a particular classroom activity will develop. Finally classrooms 
have a history in the sense that classroom participants will have an understanding 
of the current reality of that classroom based on all the experiences which have 
occurred previous to this. , 

The notion that classroom environments are complex and that professional 
learning within these environments is hence often problematic is underlined by 
the literature. The result is that professional learning can be slow. To get to grips 
with multidimensionality and simultaneity is immensely demanding. Calderhead 
and Shorrock concluded that ‘learning to teach involves more than the mastery of 
a limited set of competences. It is a complex process. It is also a lengthy process, 
extending for most teachers well after their initial training’ (1997, p. 194). Sev- 
eral years earlier, Desforges and Cockburn came to a similar conclusion suggest 
ing that ‘we have shown the job is more difficult than perhaps even teachers 
realise, We have demonstrated in detail how several constraining classroom 
forces operate in concert and how teachers’ necessary management strategies 
exacerbate the problems of developing children’s thinking’ (1987, p. 155). Given 
this idea that classroom environments are complex and professional learning is 
slow, it is perhaps hardly surprising that in some countries induction is spread 
over several years. For example, in the State of Connecticut, the State Board 
has developed the BEST programme which provides a systematic approach to 
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induction over a period of three years centred on.the production of a professional 
development programme. 

Learning to teach or developing existing understandings of teaching involves 
engaging in explicit ways with the dimensions of the fundamental complexity of 
classroom environments. Yet to do this is important if identifiable professional 
learning is to occur. In order to do this effectively we suggest that the mentoring 
role is critically important as it has the potential to provide the trigger for new 
professional behaviours. ; 


Mentoring conversations 


We have established that classrooms are complex social environments and that 
learning to teach in these environments is demanding. The knock-on effect is that, 
for many, the process of professional development will be slow and uneven. 
However, mentoring can provide really constructive support for professional 
learning. 
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Among the many possible forms of mentoring are the following: 


e Mentoring conversations where one teacher facilitates a discussion with 
another asking key questions that lead to the development of practice. 


© Role modelling of good teaching for another to observe and utilize. 


Collaborative teaching involving a mentor and another teacher, each with 
defined roles within a lesson. 


Observation of teaching by a mentor and the provision of written feedback. 
Assessment of teaching by a mentor in either formative or summative contexts. 
Informal professional and/or personal support. 


Facilitating individual development plans for other teachers. 


Many of these were considered in Chapter 2 but here we wish to focus on ‘men- 
toring conversations’ in particular detail. This follows Edwards and Collison 
(1996, Reading 2.2) who argued that new thinking is the essence of professional 
development. This is hugely facilitated through professional conversations — and 
particularly those concerned with the critical review of practice. It is through the 
process of questioning and seeking explanations for classroom occurrences that 
new understandings form. 

Sixsmith and Simco (1997) have extended this idea of the significance of men- 
toring conversations and created a representation of how they may work in 
practice. As a basis for this, they used Rowland’s (1987) social constructivist 
model which focuses on children’s learning and the role of adult intervention (see 
Chapter’7, Section 1.3 of this book). Sixsmith and Simco argue that there are 
many parallels between the Rowland model and processes of mentoring 
intervention. 

Figure 16.1 shows the role of mentor as reflective agent, intervening skilfully in 
a colleague’s professional learning. In this model, the mentor and the teacher who 
is being mentored (the mentee) negotiate the nature of the activity to be taught. If 
the mentee is an NQT you can imagine that this may be based on a professional 
objective which is recorded in the appropriate section of their Career Entry and 
Development Profile and this may take place before an observation. The children 
then engage with the experience that has been planned and the mentor acts as 
observer. Following the observation the mentor andthe mentee both reflect in 
different ways, the mentor preparing a written critique of the observation, the 
mentee writing an evaluative statement. However, both mentor and mentee focus 
on clearly specified professional development objectives. There is then a meeting 
between the mentor and the mentee to evaluate the lesson. It is at this point that 
the mentor takes on the role of reflective agent, bringing the professional know- 
ledge associated with the mentoring role to assist the mentee in making sense of 
the lesson which is being evaluated. A particularly important element here is the 
approach to questioning the mentor adopts. Some kinds of questions — Why did 
you... .2’, ‘Are there any alternatives?’ ‘What was the consequence of your doing 
.. .2’, ‘What was the impact on children’s learning?’ — are particularly important 
during the course of this conversation. 1 y ? 

Through this process the mentor and the mentee also identify the potential 
learning for the latter. In this way, they effectively clarify the Zone of Proximal 
Development (ZPD) — or the gap between what the learner knows already and 
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Student teacher Experience 1 Experience 2 
Student teaches Student teaches 
Mentor observes Mentor observes 
Student reflects on Student reflects on 
his/her teaching his/her teaching 
Negotiated activity 


Mentor reflects on Mentor reflects on 


Student performance Student performance 


Negotiated evaluation Negotiated evaluation 
Mentor/class-teacher/ Mentor acts as Mentor acts as 
university tutor ‘Reflective Agent’ ‘Reflective Agent’ 


< 


Figure 16.1 Professional development through reflective mentoring (Sixsmith and 
Simco, 1997) 


what they could learn with further support. This whole Process leads to the 


potential and crossed the ZPD into new learning. 

The fundamental Premise underpinning this model is that high-quality men- 
toring conversations make a vital contribution to professional learning. With 
skilful intervention on the Part of the mentor, new professional learning can be 


conversations to lead to professional development. The key to reflection within 
the mentoring process lies in the fine-grain detail of these conversations, in the 
skills of the mentor and the receptivity of the mentee. 


REFLECTION IN THE INDUCTION PERIOD 


points in the induction period where conversations between the induction tutor 


hetp://www,rtweb.info 


> 


Reflection in the Induction Period 
—_—_— SSS eee 


and the NQT are likely to have particular significance in processes of professional 
learning. 

We have already seen that the induction period in England involves a wide 
range of opportunities for mentoring. There is an expectation of classroom 
observation at least every half term, and the Career Entry and Development 
Profile (CEDP) should frame induction through the setting of specific professional 
objectives. There should be three professional review meetings during the course 
of the year, and ample opportunities for informal dialogue. Of all these events it 
seems reasonable to suggest that the observations and the conversations following 
these, together with the professional review meetings, provide particularly rich 
contexts for reflective conversations between the NQT and the induction tutor. 

We will consider each of these in turn, using first a case-study to illustrate the 
former (see Figure 16.2). 


a 


Ceri is an NQT in a suburban primary school in the north west of England, teaching 
a Year 2 class. 


She is in the second term of her induction year and is working on a professional- 
development objective that she has recorded in her CEDP This is: ‘to ensure that | 
manage the plenary in the Numeracy Hour so that there are opportunities to 
consolidate children’s learning’. It has been decided that this objective will form a 
focus for the half-termly observation from Anne, the induction tutor. 


Prior to the observation Anne and Ceri plan the plenary together by closely 
scripting the key parts. 


During the observation Anne observes parts of all the lesson but focuses in depth 
on the plenary and notices that Ceri’s questioning of the children does not always 
allow them the opportunity to express what they have learned (but does provide 
them with the opportunity to explain what they did). 


During the post-observation tutorial, skilful questioning on Anne's part enables Ceri 
to realize this point of professional learning and they then plan the plenary for the 
next Numeracy Hour with this in mind. In particular, specific questions are planned. 


Next time she teaches the Numeracy Hour, Ceri is able to implement her new 
understanding to good effect. 


Figure 16.2 Reflection and mentoring support during Ceri’s induction year 


This example illustrates many of the attributes of the Sixsmith and Sim¢o 
(1997) model. There is a process of detailed professional dialogue, and this leads 
first to changed professional thinking and then to changed practice. In relation 
to levels of reflection (McIntyre, 1993), it is a clear example of technical reflec- 
tion. Ceri has a goal which is stated in her CEDP. The reflection which she under- 
takes is related to achieving that goal. There is very little reference to underpin- 
ning personal values. Indeed, the goal is more related to the values implicit 
within the education system. The plenary in the Numeracy Hour is framed 
nationally as a time when acquired learning is consolidated. Ceri’s reflection 
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does not question the appropriateness: of this. It accepts the legitimacy of the 
national framework. 

This issue was raised earlier in this chapter. The induction period raises many 
opportunities for reflection, but these opportunities may be at a relatively low 
level, as case-studies sometimes show (Carré, 1993, Reading 16.3). Ceri’s reflec. 
tion is detailed, precise and purposeful, but it does not relate to the slow, deep 
development of professional values. This may take somewhat longer — but the 
process will certainly be enhanced by the support of colleagues (Nias, 1989, 
Southworth, Nias and Campbell, 1992, Reading 17.2; MacGilchrist, Myers and 
Reed, 1997; Woods, 1997; Woods, 1997). 


CONCLUSION 


This chapter has interwoven the themes of induction, mentoring, reflection and 
professional learning. We suggest that, in a strong sense, a good induction system 
attempts to systematize professional reflection. We have explored the detail of 
reflective conversations through specific examples and illustrated a model for 
these. However, we also suggested that, whilst the requirements for the induction 
period may lead to opportunities for reflection, these opportunities may be 
mostly at the technical level. In particular, strict processes of objective setting, 
professional conversation and review may not extend to other issues such 
as professional values, quality of pupil experiences, social consequences or 
educational alternatives. 

Nevertheless, such concerns can never be far away for any socially aware 
teacher — or for his or her colleagues in the school as a whole. 


Key readings 


There are several books which provide professionally oriented support for NQTs and 
prospective NQTs. See for example: 


Bubb, S. (2001) 

A Newly Qualified Teacher’s Manual. 

London: David Fulton. 

Hayes, D. (2000) 

The Handbook for Newly Qualified Teachers, Meeting the Standards in Primary and 
Middle Schools. 

London: David Fulton. 

Simco, N. (2003) 

Succeeding in the Induction Year, 

Exeter: Learning Matters. 

Bubb, S., Heilbronn, R., Jones, K., Totterdell, M., and Bailey, M. (2002) 
Improving Induction: Research Based Best Practice for Schools. 
London: RoutledgeFalmer. 


Other texts have been prepared to offer induction tutors support in their work with 
NQTs. Both of the texts below offer clear practical advice on issues such as roles and 
responsibilities and, in addition, offer perspectives on policy initiatives within induction. 
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Key Readings 


Bubb, S. (2003) 

The Effective Induction of Newly Qualified Primary Teachers. 
London: David Fulton. 

Carroll, C. and Simco, N. (2001) 

Succeeding as an Induction Tutor. 

Exeter: Learning Matters. 


Other books focus more strongly on policy and theoretical considerations. The two books 
below are particularly useful if you wish to consider alternative models of induction and 
both challenge effectively some underpinning assumptions about induction. 


Bleach, K. (2001) 
Inducting New Teachers. 
Stoke-on-Trent: Trentham. 


Tickle, L. (2000) 
Teacher Induction: the Way Abead. 
London: Open University Press. 


A range of professional development materials are regularly produced by national agen- 
cies, for instance the Teacher Training Agency, and by various professional associations. 
Readings for Reflective Teaching (the companion volume) offers other closely associated 
work on the issues raised in this chapter. This includes work by authors such as: 

Robin Smith, John Coldron, Andy Kempe, Helen Nicholson, Clive Carré, Neil Simco, 
Janet Moyles, Wendy Suschitzly and Linda Chapman. 


RIweb offers additional professional resources for this chapter. These may include Fur- 
ther Reading, illustrative Reflective Activities, useful Web Links and Download Facilities 


for diagrams, figures, checklists, activities. 
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Chapter 17 


School Improvement and Continuing 
Professional Development 


INTRODUCTION 
1 IMPROVING SCHOOLS 
——— . 
dA 1.2 1.3 
School School Learning 
effectiveness improvement organizations 
(p. 404) (p. 408) (p. 410) 
2 EVALUATING SCHOOLS 
| re ) 
eet 2.2 2.3 
School self-evaluation School External inspection 
(p. 412) performance and (p. 415) 
4 target setting 
(p. 414) 


3 CONTINUING PROFESSIONAL DEVELOPMENT 


| ig male Si a ] 
at 3:2. 3.3 3.4 
Professional School culture School Professional 
and personal and professional improvement development and 
development development planning performance 
(p. 418) (p. 419) (p. 421) management 


(p. 425) 


CONCLUSION 


Introduction 


, : ~ are | 
Enhancing professional standards and competences 


The sense of professional fulfilment and quality of teaching performance of 
student, trainee and newly qualified teachers is always strongly influenced 
by the schools in which they work. This chapter thus helps in understand- 
ing these contexts, and the pressure-for performance that schools are often 
under. 

Training requirements in England and Scotland suggest that qualifying 
teachers should be able to: 


Contribute to, and share responsibility in, the corporate life of schools. 
(TTA, 2002, Standards for the Award of QTS, standard 1.5) 


Demonstrate an awareness of his or her responsibilities for contributing to the 
ethos of the school, for example by promoting positive relationships between 

staff, pupils and parents. 
(Scottish Office, Guidelines for Initial Teacher Education in Courses in 
Scotland, competence 3.4) 


Of course, similar expecations have always been made of teachers in Wales 


and Northern Ireland. 
Further whole school responsibilities accrue to more experienced teachers. 


For example, in Scotland, Chartered Teachers should: 
Demonstrate the capacity to contribute to the professional development of 
colleagues and to make a fuller contribution to the wider professional 


community. 
(Scottish Executive, 2002, Chartered Teacher Programme for Scotland) 


be EE ee 


INTRODUCTION 


In this chapter we focus on the development of the whole school. However, this 
must itself be set in the wider policy context. Indeed, ‘education, education, 
education’ is the political mantra of our time, and the politicians’ necessity ane 
only that standards are raised, but that they are seen and believed to be raise 
quickly. : a 

There are many perspectives on how to develop high quality in schools, of 


which three are identified here. First, there are those who believe in various oe 
of school self-evaluation, quality management and review as internally ‘e 
processes. An alternative view is that competition, ina quasi-market for e luca 
tion where the provision of information enables ‘consumers and ge aa ° 
exercise the power of choice, drives up standards. Finally, there are t - a 
emphasize external inspection, in which the work of a school is assessed ag 

in recent years these 


i : Sa +e their distinct origins : 
standardized national criteria. Despite their aa ascents 1996 White Paper 


approaches have begun to be combined. Thus, shea 
Competitiveness: Creating the Enterprise Centre of Europe, identified the three 
elements as forms of ‘quality assurance’: 
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© self-assessment 
@ published information on performance 
© external inspection. 


Each of these approaches assumes that schools are essentially responsible, them- 
selves, for the quality of their provision. Before the late 1980s, schools had been 
only semi-autonomous and were managed within the multi-layered structure of 
each Local Education Authority. However, during the 1990s there was an enor- 
mous increase in the significance of schools as free-standing and self-managed 
organizations. Legislation gradually moved state schools from the shelter of 
Local Education Authority support structures and their associated lines of 
accountability. By 2000, almost all schools had control of their budgets, policies 
and practices and were formally accountable, within frameworks externally 
imposed, to their own governors and parents. 

A second Labour government, returned to power in 2001, continues to keep 
education central to its agenda, but with some subtle changes. The pressure 
remains, but the talk is of government working in partnership with schools, and 
the fostering of a self-critical, self-confident teaching force (Barber, 2001, Read- 
ing 17.4). Public-private partnerships are also becoming more and more common 
within education, whilst the range of different types of schools continues to grow. 
A primary school, for example, may be part of an Educational Action Zone, 
designated as a Beacon School, or apply for awards such as the Basic Skills Mark 
or Investors In People. 

Pressure for schools to compete remains important, and this certainly impacts 
on educational standards in schools. However, it is by no means proven that all 
these effects will be positive. Indeed, as Dale (1996) and Gewirtz, Ball and Bowe 
(1995) have argued, the danger is that schools which are perceived to be ‘good’ 
draw pupils away from other local schools, thus causing financial difficulties and 
threatening a spiral of decline. This is already a problem in some major centres of 
population where middle-class pupils travel away from city schools to suburban 
or rural schools. Of course, these are essentially political issues, and this chapter 
is primarily focused on internal factors in school development. However, to con- 
sider these without an awareness of the wider context would be extremely 
misleading, 

In this chapter we first look at work on school effectiveness, before moving to 
the related but more process-orientated school-improvement work. This leads us 
to explore the concept of the school as a learning organization, and then to 
consider various approaches to evaluating the work of schools. We conclude the 
chapter with a focus on continuing professional development. 

The Compendium and Notes for Further Reading on RTweb will helpfully 
supplement these materials. 


IMPROVING SCHOOLS 


School effectiveness 


Does it matter which school a child attends? What are the features of a school 
that make a difference? Defining the measures by which school effectiveness is 


http://www.rtweb.info 


Improving Schools 


judged is obviously significant. These are frequently related to pupil attainment, 
and recently more to the ‘value added’ between attainment when the pupil enters 
the school and subsequent results. An effective school has been described as ‘one 
in which pupils progress further than might be expected from consideration of its 
intake’ (Mortimore, 1991, p. 9). 

Governments throughout the world have an active interest in school effective- 
ness. Indeed, there is a widespread desire to raise the achievement of pupils to 
strengthen international competitiveness, but this is also usually constrained 
by the costs of education. So an interest in effectiveness is also an interest in 
efficiency, or value for money. 

Work on school effectiveness began forty years‘ago in the United States with a 
concern for equality of educational opportunity. Research efforts were made to 
separate the impact of family background from that of the school, and to find out 
whether some schools were more effective than others. In the UK, the influential 
study Fifteen Thousand Hours (Rutter et al., 1979), which detailed research on 
twelve London secondary schools, and its primary equivalent School Matters: 
‘The Junior Years (Mortimore et al., 1988) indicated very clearly that the internal 
policies and practices of schools do influence educational effectiveness. From 
these and subsequent studies it has been possible to identify a generally agreed set 
of factors associated with school effectiveness. For instance, the following eleven 
‘key factors’ derive from a review of school effectiveness research (Sammons, 
Hillman and Mortimore, 1995). 

1. Effective headteachers are firm and purposeful, appoint effective teachers, 
create consensus and unity of purpose; they share and delegate responsi- 
bilities and involve all teachers in decision-making; they are ‘leading profes- 
sionals’ with an understanding ofclassrooms and how teaching and learning 
can be improved. 

2. In the school there must be ‘shared vision and goals’: necessary for lifting 
aspirations and creating consistency of practice through whole-school 
policies and contracts. 

3. The ‘learning environment’ is attractive, orderly and encourages self-control 
among pupils; this is a prerequisite for a positive classroom ethos. 

4. There is a clear priority focus on teaching and learning as the school’s 


primary purpose. Four factors: time spent on learning, amount of homework, 
effective learning time, and learning time for different subjects are measures 


indicating the practical implementation of this focus. 

5. Teaching is purposeful, well organized and clear about objectives, well pre- 
pared, appropriately paced and structured, and questioning focuses pupil 
attention. 

6. There is a general culture which has high expectations of everyone: teachers, 

pupils and parents. 

Better pupil outcomes follow from positive rein 

rewards and clear rules for behaviour. These 

punishment or criticism. 


forcement, clear feedback, 
are more successful than 


N 


f whether the school is meeting its targets 
d goals among staff, pupils and 
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parents; informs planning and teaching; sends clear messages to pupils that 
teachers are interested in their progress. 


o. Giving pupils rights and responsibilities and enabling them to play an active 
role in the life of the school is important for raising self-esteem and 
encouraging children to take responsibility for their own learning. 


10. Partnerships that encourage and foster parental support for learning have 
Positive effects on achievement; successful schools make demands on parents 
as well as encouraging involvement. 


11. Effective schools are ‘learning organizations’ where teachers and senior man- 
agers, as well as pupils, continue to be learners, improve their practice and 
keep up with change. 


Of these, those factors that are concerned with the quality of teaching (factors 4 
and 5) and expectations (factor 6) are most significant for’ fostering pupils’ learn- 
ing and progress, However, the other factors are important in that they provide 
the overall framework within which teachers and classrooms operate, enable the 
development of consistent goals and ensure that pupils’ educational experiences 
are linked as they progress through the school. In reviewing the same list of eleven 
factors, MacGilchrist, Myers and Reed (2004) argue that the four essential core 
characteristics of an effective school are professional high-quality leadership and 
management (factor 1), a concentration on teaching and (pupil) learning (factor 
4), pupils’ rights and responsibilities (factor 9) and on developing the school as a 
learning organization (factor 11). MacGilchrist and her colleagues place pupils’ 
rights and responsibilities — their agency and engagement in learning — at the 
heart of an effective school. They do this on the basis of research emphasizing the 
importance of self-esteem that was available at the time of the review by Sam- 
mons et al., as well as on subsequent research which broadens the meaning of 
pupils’ rights and responsibilities (Rudduck et al., 2003). 

The National Commission on Education (NCE, 1995) identified a similar set 
of positive features in their detailed study of eleven schools which were effective 
despite being located in disadvantaged areas. They reported a ‘can do better 
culture’ and ‘shared vision’, together with leadership which was confident, posi- 
tive, proactive and able to set Strategic priorities. The most effective leadership 
enabled participation in the Process of change by everyone in the school, includ- 
ing parents; encouraged shared leadership and teamwork; and developed unity of 
purpose and consistency of Practice. An orderly and industrious climate for learn- 
ing, clear policies on behaviour and discipline, high expectations of pupils 
expressed through curriculum planning, assessment and reporting, high levels of 
care for the physical environment (even where it was inadequate) were all identi- 
fied as important. The follow-up study, Success Against the Odds: Five Years On 
(Maden, 2001), identifies the ‘can do’ culture as being particularly significant in 


Hillman and Mortimore (1995) studied the GCSE results of 11,000 pupils from 
schools in Lancashire and inner London. Adjusting for pupils’ home background 
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and for attainment levels on entry to secondary school, they found that the 
schools can make a difference of as much as 10 per cent to GCSE marks — the 
equivalent of several grades. Interestingly, the study showed that some schools 
are more effective for low attainers than for high attainers (and vice versa); some 
for girls rather than for boys, and others for different ethnic groups. Similarly 
school effectiveness often varies from year to year, and consistent improvement i 
hard to achieve. Where there was clear leadership and a shared whole-school 
emphasis on pupil learning, there was less variation in achievement among 
departments. In other schools it was harder for departments to be effective due 
to lack of overall leadership, shared goals and vision, poor expectations and 
inconsistent policies. 

The differential effectiveness identified by Sammons, Hillman and Mortimore is 
extremely important. Very few schools, if any, are equally effective for all pupils 
all of the time. The large amounts of pupil-performance data, and sophisticated 
analyses made possible by powerful software, enable differential effectiveness to 
be identified, although all too often only data arising from the single source of test 
results are used. Perhaps the definition of ‘effectiveness’ should also be 
reconsidered, to include such as things as pupils’ motivation and self-esteem. 
These are harder to measure, but insights can be gained through instruments such 
as pupil-attitude surveys or careful observation. For example, the Improving 
School Effectiveness project, which took place in Scotland and linked effective- 
ness and improvement, drew on a wide range of evidence, including pupils’ per- 
ag! spectives (MacBeath and Mortimore, 2001, Reading 17.1). In England and Wales, 

the Effective Early Learning (EEL) project (Pascal and Bertram, 1997) has trained 
thousands of teachers in detailed classroom observation of pupil involvement, 
and provided a very impressive database on effective practice for young children. 


Reflective activity 17.1 
Aim: To reflect upon school effectiveness. a: 4 
Evidence and reflection: How do you think school effecti veness ; should ; be 
characterized and measured? Using your definition of effectiveness, think 
about a school which you know well and cen er ; had 
for different groups of pupils (for example, boys and girls, higher anu” 
attainers, children from different ethnic and social backgro and ‘ 

and attention-seeking children). ei 


Extension: If it was difficult to come to firm conclusions 
effectiveness for all the pupils, consider what information 
enable this, and how that information could be obtaine 
identified by Sammons, Hillman and Mortimore (1995) 


related to your own emerging view of school effectiveness? 
t is higewpeigarl 


been used to make assump- 
Having identified factors 
ffective schools will be 
hallenged by reality: 
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Studies of the characteristics of effective schools have 
tions about the characteristics of ineffective schools. | 
associated with effective schools, the argument is that ine 
lacking those factors. However, this simplistic notion 1s c 
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schools in difficulty have their own individual clustering of factors, as Myers 
(1996) found in her study. Indeed Reynolds (1995) has self-critically reviewed his 
own research, and has come to the conclusion that ‘... people like me have 
implicitly back-mapped the characteristics of the effective school on to the inef- 
fective school, thinking that what the ineffective school has is the absence of 
things that make the effective school effective .. . We have, in short, only viewed 
failure as not being successful, not as failure’ (p. 66-7). 

Ideas about school effectiveness have played an important role in the formula- 
tion of education policy. For example, in England the ‘Standards and Effective- 
ness Unit’ has been a key section within the DfES; schools have been required to 
set targets; and ‘value added’ performance tables have been published. However, 
identifying factors that indicate levels of school effectiveness does not, in itself, 
bring about school improvement. Correlation does not necessarily equal caus- 
ation, and even if it did, knowing what are the factors of effective schools does 
not mean knowing how to establish those factors. Brighouse and Woods (1999) 
refer to school effectiveness as the ‘nouns and adjectives of successful schooling’ 
(p. 9) and contrast these with the ‘verbs of successful schooling’ (p. 11) which 
refer to the process of school improvement. This body of research has developed 
alongside and in conjunction with the measurement of effectiveness, and it is to 
this work that we now turn. 


School improvement 


The pressure is on for schools to show improvement within a context of more and 
more demanding expectations, regardless of difficulties such as tke recruitment 
and retention of high-quality staff. Gray and colleagues (1999) offer a three- 
category framework for the way schools attempt to bring about improvement: 
tactics, strategies and capacity-building. An example of a tactical approach is 
concentrating on children considered to be on the borderline between National 
Curriculum Levels 3 and 4 in order to help them attain a Level 4 in end of Key 
Stage 2 tests. A strategic approach would be the focusing on a particular area of 
weakness throughout the school, for example writing, and the systematic evalu- 
ation and development of teaching approaches along with assessing, monitoring 
and tracking of pupils’ progress in writing throughout the school. Both of these 
approaches may bring improved pupil performance in the short and medium 
term, but it is only the third approach, that of capacity-building, which leads to 
sustainable improvement. 

The notion of capacity is central to the idea of school improvement, which has 
been defined by Hopkins, Ainscow and West (1994) as ‘a distinct approach to 
educational change that enhances student outcomes as well as strengthening the 
school’s capacity for managing change’ (p. 3). MacBeath and Mortimore (2001, 
Reading 17.1) suggest using this definition to construct a two dimensional matrix 
(see Figure 17.1). 

It is only schools which are high on both dimensions that are ‘improving’ 
schools. Those schools with high student outcomé but low capacity for handling 
change could be thought of as schools which are becoming known as ‘coasting’ or 
under-achieving. However, those with high capacity for handling change but low 
student outcome could be considered to have improvement processes, even when 
these have not yet been realized in terms of student outcome. 
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Improving 
schools 


Student outcome 


—_____——_> 
Capacity for handling change 
oe | 


Figure 17.1 The dimensions of school improvement 


MacBeath and Mortimore (2001) go on to say that ‘the challenge of continu- 
ous improvement is to marry culture and structure. Structures without an under- 
pinning culture of improvement are doomed to be ineffective. Strong cultures 
without sustaining structures will not survive from one generation to the next’ 
(p. 18). We consider the concept of culture in relation to school development in 
more detail in Section 3.1. 

MacGilchrist, Myers and Reed (2004) use the concept of the intelligent school 
as one which is able to maximize its improvement efforts by heeding some of the 
key messages that have emerged from the school improvement research. They 
identify six interrelated messages from the research which they believe are 


particularly helpful for schools (p. 34): 

© change takes time 

© a school’s capacity for change will vary 

change is complex 

change needs to be well led and managed 
teachers need to be the main agents of change 
the pupils need to be the main focus for change. 


Teachers being the main agents of change resonates with Frost et al.’s (2000) 
concept of ‘teacher-led school improyement’. Frost and his colleagues argue that 
much of the thinking about school improvement has paid insufficient attention to 
the role of teachers as active agents, and describe a model of ‘reflective action 
planning’. They argue that the (teacher-led) ‘model of school improvement 
enables teachers to make more of a difference in their schools by making a 
greater contribution to development work which will result in improved learning, 


outcomes for their students’ (p. 154). 
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Reflective activity 17.2 


Aim: To consider the notion that teachers need to be the main agents of 
change. 

Evidence and reflection: Think about a school that you know well, and recall 
two examples of change, one which could be considered to have gone well, 


and one which did not go well. To what extent were teachers the ‘main agents 
of change’ in each of the examples? 


Extension: Do you agree with the assertion by Fullan (1991) that ‘educational 
change depends on what teachers do and think. It’s as simple and complex as 
thar’ (p, 117)? In what ways is it simple, and in what ways complex? 


1.3 Learning organizations 


A learning organization, as defined by Leithwood and Aitken (1995), is ‘a group 
of people who are pursuing common purposes (and individual purposes as well) 
with a collective commitment to regularly weighing the value of those purposes, 
modifying them when they make sense, and continuously developing more effect- 
ive and efficient ways of accomplishing those purposes’ (p. 41). Gray (2000) 
comments that this definition has obvious links with school improvement, and he 
emphasizes that schools ‘must become committed to the idea of continuous 
improvement’ (p. 236, emphasis in original). 
The importance of organizational cultures has been asserted consistently. For 
ng example, Southworth et al. (1989, Reading 17.2) produced a convincing account * 
of how good staff relationships enhance school effectiveness. Rosenholz (1989) 
identified thigh consensus’ schools in which principals and teachers appear to 
‘agree on the definitions of teaching’, and in which ‘their instructional goals 
occupy a place of high significance’ (p. 206-8). She expressed this in ways which 
echo the concept of a ‘learning organization’: 


A spirit of continuous improvement seemed to hover school-wide, because no-one 
ever stopped learning to teach. It was assumed that improvement in teaching is a 
collective rather than an individual enterprise, and that analysis, evaluation and 
experimentation in concert with colleagues was a collective rather than individual 
enterprise, 

(Rosenholz, 1989, p. 73) 


However, Rosenholz’s model may seem somewhat idealistic and she herself drew 
attention to schools at the other end of the continuum. In such ‘low consensus’ 
schools there was no support for change or improvement; teachers were able to 
learn little from their colleagues and no one seemed to feel responsible for help- 
ing~struggling teachers to improve; teachers experienced frustration, failure, 
tedium; they complained about the pupils and were self-defensive. Rosenholz 
described such schools as ‘stuck’, in contrast to the schools which are ‘moving’ 
forward. This typology has been further developed by Hopkins, Ainscow and 
West (1994) and by Stoll and Fink (1996) to a model in which schools are said to 
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be ‘moving, cruising, struggling, sinking or strolling’. In reality, just as no school 
is equally effective in all areas for all pupils, any one school may well display 
different trajectories and pace in different aspects of its provision and work, 
Reflective teachers find themselves in schools which could be characterized by 
any one or a combination of the labels, and the particular route to becoming a 
learning organization will be unique to each of them. As is apparent through- 
out this chapter, the process of building a collaborative culture is neither easy 
nor quick. 

Senge’s (1992) notion of ‘organizational learning disabilities’ has been drawn 
upon and developed by a number of writers (for example, MacBeath, 1998), 
and similar ideas are represented as “blocks to improvement’ which have been 
identified through work in schools. These include: 


teachers projecting their own deficiencies on to children or their communities 
teachers clinging to past practices 
defences built up against threatening messages from outside 


seeing change as someone else’s job 


hostile relationships among staff 


seeking safety in numbers (a ring-fenced mentality). 
(MacBeath and Mortimore, 2001, p. 17) 


. 
° 
@ fear of failure 
° 
e 
e 


Ina discussion of brakes and accelerators of school improvement, MacBeath and 
Myers (1998) suggest the following seven steps to be taken in sequence and over 
time en route to becoming a learning school: 

© promote a learning climate 

© identify the green shoots of growth 

© identify the barriers 

© share pedagogical leadership 

© create intelligence from within 

© use critical friends 

© build resilient networks. 
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Any school which is, of seeks to become, a learning organization needs informa. 
tion about itself, and in the following section we explore different ways of 
evaluating schools. 


2. EVALUATING SCHOOLS 


Wimosstoeting aire seersesea une nich nist 19 sesessing pupils, ond 
which we consi in Chapter 14, are pertinent, Is the evaluation valid, in that 
it evaluates what it claims to evaluate? Or are some measures taken as, perhaps 
not very good, proxies for others? Is the evaluation reliable, so that different 
evaluators come to the same conclusions? Teachers sometimes feel that a different 
team of inspectors would have made a different judgement. Different perspectives 
(for example those of pupils, parents and teachers) may well provide different 
views, and each need to be taken into account, Does the evaluation judge what we 
value (however hard it may be to ‘measure’), or do we end up valuing what we 
assess because it is easy to measure? Results from National Curriculum tests may 
be easy to manipulate and compare, but do English and mathematics test results 
— with all that we value about schools? What are the reference points by 
ich schools are evaluated? Are there set criteria, are schools compared with 

each other, or with their own previous performance? 
The context of school evaluation has changed dramatically in recent decades, 
The post-war period of relative autonomy and loose supervision by local edu: 
cational authorities has been superseded by national frameworks of requirement, 
closely specified accountability systems, performance measurement and external 
ina) Oe areas rere eneeee 27 4) Tos syptye Us now more complex and 
diagnosis that school teams generate and ‘own’ remains a vital driver of 

improvement. 


2.1 School self-evaluation 
If schools are to be and to become lea izations, self: 
" effective, improve, and to ming organization 


y is not a new idea, and to some 

cane ape ee RN ciocts dite. though, 
ways self-evaluation, the prominence given and value attached to 

it, the purposes for which it is undertaken, the methods and data used, and the 


it has. 
"Kept patible data in the form Of national assessment information, 


ter 14, Section 5.3), and requirements such as target setting, have led to one 
approach to evaluating schools. This is deak with to Section” 2.2, Chnageietian 
eerermance dete, ples qnalleatne data effing from caieroom observations, oe 

features in the external evaluation of schools undertaken by Inspectors from 


sees school self-evaluation as making an important 
contribution to inspection. The school completes a self-evaluation report (known 
as Form $4) which is used to help focus the inspection on particular issucs. The 
hetpdiwerw.rtwebinto 


— ee eo 
inspectors also take account of the quality and use made of att ev ehwetem om 
judging the school's and its capacity to. trove boom 4 
matches the ‘Evaluation used by impactor, well evabasinom ae 


Whilst recognizing the value of fpagherser arc and thee on 
increasingly sophisticated ways { — rarhoeaeh peer ay 
inconustencies across subjects), schools are also becoming aware of their 
comings, and of the richness of information which is revealed by 
percepuions of pupils, parents and staff, Artitudinal data are 
through questionnaires and interviews, but many other 
ments are available, for example, card sorting activities, diaries, and drawing. 
(A number of examples are given by MacBeath, 2000.) 

One of the striking features of recent within school self: 
evaluation 1s the prominence given to what the have to say, This dows not 
seem a very revolutionary idea when one that their hearning i the 
central purpose of schools, yet they are all to0 rarely listened to 


Somehow educators have forgorten the important connection between wachers ore 
students. We listen co outside pereamtz ss we ovettont 
the treasures in our very own our “ 
valuable to our Ot at ee a peed ee 
ence our ve nearo eens first hand:.« As teachers, we need to find ways to continually 
seck out “hace silent wolkes because they can yeach ws so: muuch about learning ad 


learners. 99.p08 
When pupils are listened to, though, they have much of great value to offer. for 
example, the Essex Primary School Project included growp 


Aetiey oe er 
views to elicit pupils’ perceptions. secking and making use of pupal’ 
accounts was not part of the original plan of the project, but bm the event nee 
primary pupil perception data . . proved to btm ee tarot 
single most powerful, agent of change within & school improvement 
programme’ (Southworth and Lincoln, 1999). 
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Another feature of school self-evaluation is the role of the ‘critical friend’. School 
self-evaluation as described above often uncovers information which, by its very 
nature of being powerful and revealing, is often quite salutary and sensitive. A 
highly skilled person, external to the school, can have a crucial part to play in 
helping a school to elicit, come to terms with, and use positively, school self- 
evaluation information (Swaffield, 2003). 


School performance and target setting 


National assessment results have increasingly been used as indicators of school 
performance. This began in England in the summer of 1992 when a number of 
newspapers published unofficial ‘league tables’ of secondary schools, based on 
GCSE results. For primary schools, LEAs were required to publish the Key Stage 
2 test results, and these were used by both national and local media to produce 
various forms of tables and lists. In 2003, the publication of English Key Stage 2 
performance tables was taken over from LEAs by the DfES. Whilst Teacher 
Assessment was not included at this stage, it is probable that it will become more 
important as ‘Personalised Learning’ (DfES 2004b) takes off. 

Published performance tables have in other respects become more sophisti- 
cated. They now give information not only about,attainment as measured by 
tests, but also ‘value added’, ‘improvement measures’, and background informa- 
tion. The value added scores give an indication of the progress made by pupils 
as compared with similar pupils nationally. Aggregate figures of the percentage of 
pupils achieving Level 4 in the core subject tests over the last four years are given 
as an indication of the improving trend. Background information includes 
such things as the number of pupils with SEN (with and without statements), 
the proportion of pupils joining the school during the key stage (the ‘stability 
indicator’), and pupil absences. 

Whilst it could be argued that the inclusion of measures and information 
beyond raw results makes the performance tables moze meaningful and provides 
richer information, it is interesting to note that of the four nations of the UK it is 
only in England that school performance tables are published. 

Given the existence of performance data, the obvious next step is to plan 
improvements. In 1996, the concept of ‘target setting’ was endorsed for Eng- 
land by the DfEE who published a Survey of Good Practice, and since then the 
requirements, expectations and practice of target setting have become more and 
more deeply embedded. The Labour government that came to power in 1997 
set national targets for 2002, and since then for subsequent years. As test 
results have increased, so have the targets been raised. In 2003 the government 
commited itself to ensuring that over England as a whole, at least 85 per cent 
of 11-year-olds should reach Level 4 and above in English and mathematics as 
soon as possible; it hopes to achieve this by 2006. At Level 5 and above, the 
target is for 35 per cent of pupils to reach this level on the same timescale. It 
also set a target to reduce significantly by 2006 the number of schools which 
are achieving results below 65 per cent at Key Stage 2 in either English or 
mathematics. 

‘Excellence and Enjoyment’ (Department for Education aud Skills, 2003a) 
changed the process for target setting for primary schools, so that schools now set 
their own targets first, with LEA targets being set afterwards. This means that 
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school targets can genuinely be based on the prior attai 

gress of individual children, rather than ee = 
aggregate to preordained LEA targets, as was sometimes previously the case The 
Pupil Achievement Tracker is seen by government as a powerful tool pihel 
schools set ambitious targets. Schools are being encouraged to set several whe 
ahead, where the trajectory is one of year on year continual improvement. : 

Target setting for a whole year group, as required by statute, is informed by 
detailed’ performance data (as discussed in Chapter 14, Section 5). This is more 
and more frequently accompanied by a whole system of target setting at various 
levels within a school, from year group, through class and different groups (for 
example ‘looked after’ children), to individuals. It is through the plans and work 
for individuals and groups in a classcoom that the school, LEA and, ultimately, 
national targets are met or not. Schools not only need to set targets and imple- 
ment plans to attain them, but they also need to track progress towards targets, 
and reflect upon the actual performance levels in relation to the targets initially 
set. Performance data and associated commentaries are powerful tools for school 
improvement, and for providing information whether it be for use internally or 
externally. As well as playing a part in the setting of statutory targets, LEAs use 
performance, targets, and other indicators, to monitor and evaluate the schools 
in their authority. 

Of course, performance and target-setting data are not the only sources of 
evidence that inform review and analysis in order to identify new targets for 
school improvement. An approach which puts a heavy emphasis on performance, 
but also considers other factors such as the quality of learning, teaching and 
leadership, is school inspection. 


External inspection 


In this section we first look at arrangements for external inspection of English 
schools before reflecting on some aspects of their impact. 

A national school inspection system has existed from Victorian times and there 
is a long tradition of Her Majesty’s Inspectors providing professional advice to 
government. Until 1993 this was achieved by HMI sampling schools for particu- 
lar purposes and reviewing developments and quality in the system overall. For 
more specific information on standards of attainment, evidence had been pro- 
vided by the ‘Assessment of Performance Unit’ (APU), which regularly tested a 
representative sample of pupils at different ages. Local Education Authority 
Advisers provided more immediate support and advice to schools. . 

In 1992, with a new emphasis on the provision of more specific information to 
parents about particular schools, the Education (Schools) Act established new 
procedures for the regular inspection of schools in England, to be co-ordinated by 
a new body, the Office for Standards in Education (OFSTED). A similar body, 
Estyn, inspects Welsh schools, while Her Majesty’s Inspector of Schools, Scotland 
(HMIS) and the Inspectors of the Department of Education Northern Ireland 
(DENI) are responsible for schools in Scotland and Northern Ireland respectively. 
In England and Wales, the number of HMI was reduced and large numbers of 
new inspectors were trained. Teams of inspectors, led by a Registered Inspector 
(Rgl), were then invited to bid for contracts to inspect particular schools (see 
Rose, 1995, for a rationale for the approach). 
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When OFSTED was first established, each school was inspected every four 
years. Since then, there have been various revisions to the framework. A revised, 
differentiated, inspection system came into effect in 2000 whereby the most effect- 
ive schools were offered less intensive, less frequent, inspections. These ‘short 
inspections’ are intended to be a ‘light-touch’ ‘health check’ of the school, sam- 
pling the school’s work rather than inspecting and reporting fully on each subject, 

The 2003 revised framework returned to one model of inspection, with dif- 
ferentiation through the frequency and focus of inspection. Effective schools were 
to be inspected once every six years, with less effective schools being inspected 
more frequently. Inspectors take account of the school’s self evaluation and other 
performance indicators to focus their inspection — perhaps on specific subject 
areas (with the core subjects taking priority), year groups or particular aspects of 
the school. At the time of writing there are suggestions that the framework may 
be revised again, this time to make them more frequent, more sharply focused, 
briefer, and with only 48 hours’ notice. 

The 2003 framework states that inspections must report on: 


@ the educational standards achieved in the school; 
© the quality of the education provided by the school; 


© the quality of leadership and management, including whether the financial 
resources made available to the school are managed efficiently; 


© the spiritual, moral, social and cultural development of pupils at the school. 


Figure 17.2 shows the structure of both the evaluation schedule and the frame- 
work for the eventual report. It highlights the distinction between the outcome 


EFFECTIVENESS OF THE SCHOOL 
1. How successful is the school? 
2. What should the school do to improve? 


STANDARDS ACHIEVED BY PUPILS 

3.1 How high are standards achieved in the areas of learning, subjects and courses 
of the curriculum? 

3.2 How well are pupils’ attitudes, values and other personal qualities developed? 


QUALITY OF EDUCATION PROVIDED BY THE SCHOOL 
4. How effective are teaching and learning? 
5. How well does the curriculum meet pupils’ needs? 
6. How well are pupils cared for, guided and supported? 
7. How well does the school work in partnership with parents, other schools and 
the community? 
LEADERSHIP AND MANAGEMENT OF THE SCHOOL a 
8. How well is the school led and managed? 


9. How good is the quality of education in areas of learning, subjects and courses? 
10. What is the quality of other specified features? 


Figure 17.2 The structure of the OFSTED evaluation schedule and report 
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standards achieved by the pupils, and the factors or provision which contribute to 
these outcomes, particularly the quality of education, and leadership and 
management. 

To make best use of their time in school, inspectors use a variety of evidence to 
understand the school and its issues. The school’s self evaluation, summarized in 
Form $4, features strongly in the planning of the inspection (see Chapter 17; 
Section 2.1). 

Some pre-inspection evidence is provided by OFSTED, in the form of the pre- 
vious reports(s), and the Performance and Assessment (PANDA) report. The 
PANDA report contains information about the school’s results, trends, and how 
they compare with national averages and similar schools. Views of pupils and 
parents are obtained through questionnaires. 

During the actual inspection, the inspectors spend most of their time gathering 
first hand evidence, for example through observing teaching and learning, having 
discussions with pupils and staff, and sampling pupils’ work. 

During every inspection the inspectors must consider whether the school is 
failing, or is likely to fail, to give its pupils an acceptable standard of education, 
and therefore requires special measures. If special measures are not required, 
inspectors have to consider whether the school has serious weaknesses or is 
under-achieving. In making judgements about all these three categories inspec- 
tors have set factors to consider and procedures to follow. The placing of a school : 
in any of these categories leads to continued monitoring, and in the case of special 
measures, termly revisits by HMI. 

Following an inspection visit, the inspection report is made publicly available 
and a summary is sent to parents. Governors must consider the report and pro- 
duce an ‘action plan’ which sets out what it is going to do about the ‘key issues for 
action’ identified in the report. 

Having considered the mechanics of inspection, what of its effects? 

The inspection of schools, and OFSTED in particular, has been the focus of 
much criticism, not least because of its negative impact on the morale of teachers. 
Comments such as the following have been echoed in many schools: 


‘There was a lot of long-term illness, some never recovered, some have been off 
school ever since’; ‘One teacher left shortly afterwards, it was not just this but 
OFSTED was the final straw’; ‘Shortly after two staff went off with long-term 
sickness and have not returned. Both are first class teachers and got Al reports but 


just couldn’t cope with the stress.’ 
a (Lonsdale and Parsons, 1998, p. 121) 


A survey of the chairs of governors and headteachers of primary schools con- 
ducted for OFSTED (MORI, 1998) found that nine out of ten felt that the inspec- 
tion had been as stressful or more stressful than they had expected. Jeffrey and 
Woods (1998) conducted in-depth research in six contrasting primary schools 


that had all undergone inspections during the period 1995-7 and argue that 
derstood as illustrations of 


the emotional responses of the teachers are best uni od : : 
deprofessionalization against a background of managerialist reforms trom 
government. ; Ee 
The inspection system in practice has seemed to emphasize the ~<a 
function above the school-improvement function, and whilst the pub ig o! 
inspection reports has generally been accepted, the reliability of their judgements 
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has not (Richards, 2001, Reading 17.5). The ‘name and shame’ approach of the 
late 1990s caused particularly deep resentment. As was emphasized in Section 1 
of this chapter, schools are complex places, and banner headlines such as ‘the 
worst school in the country’ can neither be a fair reflection of all aspects of a 
school nor do anything to help it improve. 

Successive revisions of the OFSTED framework with ‘light touch’ inspections 
for successful schools, and encouragement of school self-evaluation (albeit in a 
form which closely resembles an OFSTED inspection), have gone some way to 
addressing some of the concerns. However, HMCI David Bell in his annual report 
of 2001-2 questioned whether a ‘satisfactory’ judgement was good enough, and 
in his 2003-3 report warned of a two-tier system because teaching in other sub- 
jects was not as good as in mathematics and literacy, Barber (2001, Reading 
17.4), a key architect of Labour’s policy initiations, sees new strategic balance in 
pressure and support, which will continue to raise standards. 


CONTINUING PROFESSIONAL DEVELOPMENT 


The concept of ‘Continuing Professional Development’ (CPD) denotes the steady 
career-long process of learning and adaption which teachers are encouraged to 
undertake. In some countries, high levels of achievement are rewarded, as for 
-Advanced Skills Teachers (England) and Chartered Teacher (Scotland). CPD is 
intimately connected to personal development and career fulfilment, but this can 
only be fully realized in a school context with a favourable learning culture. The 
major manifestation of the school’s ambition is reflected in its planning for school 
improvement, but continuing professional development is now strongly con- 
ditioned by performance management requirements. In this section, we address 
each of these issues. 


Professional and personal development 


As we indicated in Chapter 1, Section 1, reflective practice makes a significant 
contribution to such development of expertise. The self-conscious, skill-based 
emphasis of the trainee is replaced by the experimentation of newly qualified 
teachers, and then, after some years, is superseded by the almost intuitive judge- 
ment of the expert teacher. This progression was represented in Figure 1.1, with 
competence, confidence and expertise spiralling upwards through classroom- 
based self-evaluation, enquiry and reflective practice. Such teacher-controlled 
and evidence-informed processes are, as we saw, now strongly supported by the 
General Teaching Councils and government agencies in each part of the UK. This 
is a very welcome development. 

Of course, from a government perspective, Continuing Professional Develop- 
ment is important to help teachers to accommodate to new initiatives and 
tequirements. The teaching workforce is then able to fulfil its designated roles 
more effectively. There are new structures for ensuring high-quality induction 
provision and continuing opportunities for training of subject specialists and 
senior managers. These may take the form of school-initiated activities — which 
this book is explicitly designed to support. Alternatively, there may be external 
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courses or personal research activities supported by LEAs or governm i 
(such as Networks for Learning in England), or Altered cers 
higher education institutions. 7 

High-quality professional development activities certainly do enable teachers 
to build higher levels of expertise, and this is worthwhile in itself. However, 
professional development also normally offers a great deal of personal fulfilment 
too, both from processes of enquiry, training and study, and from the pleasure of 
accomplishment. This“is particularly true if CPD is undertaken in a sustained 
way with like-minded colleagues, when mutual support and ‘critical friendship’ 
are easily available (see, for example, Dadds, 1995), The achievement of higher 
levels of understanding, deeper insight, additional skills or knowledge, etc. is 
thus in itself fulfilling. In favourable circumstances, such conscious knowledge 
gradually becomes embedded and thus enhances intuitive judgement, skills and 
expertise. 

At its best, as Solomon and Tresman (1999, Reading 17.3) argue, continuing 
professional development also makes a connection with the ‘self’ and identity of 
the teacher. They see professionalism as a value-led activity in which the personal 
commitments of each teacher become entwined with their professional role. The 
self of the teacher is thus realized through professional development ~ and each 
person’s unfolding biography become both a personal and professional narrative 
(see also Nias, 1989, Reading 5.1). 

This ideal is greatly affected by the culture of the workplace. The ideal is a 
school in which the goals of each ifdividual teacher can be realized through 
attainment of the school’s goals and targets. Personal and institutional fulfilment 
are aligned. We discuss this issue further below. 


School culture and professional development 


A great deal is written about ‘school culture’ without problematizing the con- 
cept itself. From the sociological point of view, all sorts of normative assump- 
tions are embedded within the idea. At its most developed, for instance by 
Southworth et al. (1989, see Reading 17.2), the proposition is that individuals 
working in a school may identify personally and collectively with official goals 
and values — a ‘culture of collaboration’. Fulfilment is thus achieved through 
institutional policies, practices and achievements. But to what degree can aims, 
understandings, conventions, habits and routines really be held collectively by a 
school-staff and fulfilled corporately though the organization? Arguably, the 
concept implies more consensus and commitment than is realistic in most 
situations. 

Nevertheless, the idea of schools having a ‘Jearning culture’ is important as an 
ideal. To the extent that it is achieved, teachers will have the confidence to 
respond constructively to change; disagreement and debate will be possible 
because relationships are secure; individuals and groups will feel able to take 
risks; values and their relationship to school practices can be continuously 
considered; and both individuals and groups will feel collectively affirmed. 

However attractive the ideal, a culture of collaboration may turn ‘out to be 
more apparent than real. Hargreaves (1994) has suggested the idea of Tage 
collegiality’ in which the management attempts to build collegiality ut id 
hearts and minds of staff do not follow. A common factor that can impede the 
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development of a collaborative culture is the existence of strong pre-existing 
group identities - sometimes referred to a ‘balkanization’. Such separated cul. 
tures are particularly evident in secondary schools where there is a strong 
subject—department structure and identity, and they may produce concerns and 
struggles about territory in terms of time, space, resources, practices and pro- 
cedures — but the same problem may occur in a primary-school setting. Another 
common problem is the situation which may be characterized as ‘comfortable 
collaboration’ where teachers work together in well established, warm and casual 
ways. There are many shared understandings, but not much questioning, enquiry 
or investigation of the status quo. Processes associated with systematic reflective 
practice are not in evidence (Levine and Eubanks, 1989). 

Phenomena such as ‘balkanized’ cultures or ‘comfortable collaboration’ may 
be better understood in terms of micro-political analysis (Ball, 1987; Hoyle, 
1986). In this form of analysis, school policies and practices are seen as tem- 
porary and negotiated products which reflect the existing balance of power 
and influence within a school. In a sense, they reflect an apparent consensus, 
which hides continuing conflicts concerning issues which are constantly being 
contested within ever-changing circumstances. The influence of any one indi- 
vidual at any given time will depend on their degree of status, power, charisma 
and authority. The role of both internal alliances and of other external factors, 
such as parental views and governor, LEA or government policies must also be 
recognized. ‘ 

The most important player is likely to be the headteacher, who has both formal 
authority and a great deal of power. As Ball concludes, in one way or another 
this position is likely to be used to ‘dominate’ so that apparent agreement is 
achieved: 


I have tried to indicate the conflictual basis of the school as an organisation. Con- 
comitantly, I have attempted to indicate that the control of school organisations, 
focused on the position and role of the headteacher, is significantly concerned with 
domination (the elimination or pre-emption of conflict), Thus domination is 
intended to achieve and maintain particular definitions of the school over and 
against alternative definitions, 

(Ball, 1987, p. 278) 


school decision-making (see Figure 17.3). 

We are thus left with an image of school organizations as settings in which 
values, priorities and practices are contested by headteachers, management 
teams, departments, faculties and individuals. Sometimes such micro-political 
activity may be considerable, such as when a new headteacher arrives. There may 
also be periods of relative stability when ‘comfortable collaboration’ may exist 
for a while. 

During the 1990s, the growing emphasis on external accountability, school 
effectiveness, school development, target setting and inspection has meant that 
schools can no longer be considered as relatively closed and semi-autonomous 
institutions. Whether a school is best characterized in terms of its collaborative 
culture or its micro-politics makes little difference to the accountability and per- 
formance requirements which have to be met. The consequence of this structur- 
ing of external requirements, pressures and constraints is that schools are now 


i Ball offers an interestingly provocative analysis of forms of participation in 
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managed in much more purposive and explicit ways than many wer: in the past. 


The major means of doing this are tho 


ugh target setting (addressed in Section 2.2 


of this chapter), and school improvement planning, to which we now turn. 


3.3 School improvement planning 


School improvement planning is a process of schools establishing priorities for 
development. These priorities are recorded in a school improvement (or ‘devel- 


opment’) plan, which is produced 


annually and, as part of the policy of 


encouraging individual school autonomy, such plans have been seen as enabling 
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schools to become ‘empowered’ (Hargreaves and Hopkins, 1991). They are the 
prime means by which staff and governors can exercise coherent and forward- 
looking control over curriculum and school development. They also provide the 
context for the personal staff development of each individual teacrers. School 
improvement plans are detailed for the coming year, and look ahead to the fol- 
lowing two to five years in outline. Longer-term priorities are identified and 
sketched in, but in the knowledge that the further ahead they are, the more likely 
they are to be revised and amended. 
Improvement plans generally include consideration of: 


1. Aims and philosophy 
2. A review of the previous year’s plan 


3. The present situation 
catchment and enrolment 
organization 
staffing 
curriculum provision 
resources 
achievements 


» Assessed needs and priorities for future development 
organizational development 
staff development 
curriculum development 
resource development 


wn 


. Success criteria and monitoring arrangements 


. How the assessed needs are to be met. 


an 
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The last point is a significant one, for it brings the planni i 
practicalities — for instance, budgets. Siol Caleaiee she dl ba corkage. 
led’ rather than be driven by financial considerations but this is not always 
ane Nevertheless, in the words of HMCI (1992) development planning 
provides: 


A more rational and coherent framework in which to identify priorities, plan for 
change and allocate resources. In the best practice, development plans paid atten- 
tion to teaching and learning, specified manageable time scales, and outlined 
arrangements for monitoring and evaluation. 


(HMCI, 1992, p. 20) 


The whole-school development process is designed to lead to change and Miles 
(1986) identifies three overlapping stages in such innovation: 


@ Initiation — deciding to start, developing commitment, defining purposes and 
processes, appointing key people, making links with key issues for whole 
school explicit, guaranteeing support for involvement 


Implementation — the first cycle, a learning process; focus on co-ordination, 
adequate and sustained support in the form of INSET, supply cover; positive 
reinforcement. Skills and understanding are being acquired; groups of teachers 
may become self-governing as they move forward 


Institutionalization — development planning becomes part of the normal pat- 
tern of how the school does things; management arrangements have evolved to 
support further development and maintenance — they also are part of the pat- 
tern. The impact of development planning is seen in classroom practice and the 
innovation is no longer new. 


Where there are a number of priorities and initiatives, developments are likely to 
overlap and interconnect, and each will have its own timescale. A coherent plan- 
ning and development process will permeate the normal work of the school and, 

i as Miles suggests, will eventually become encompassed in routine activity. Figure 
17.4 illustrates this multi-level integration as a ‘development cone’. 

However, there are a number of reasons why some schools do not succeed with 
improvement planning. As with ‘contrived collegiality’, development can become 
a ‘bolt-on’ activity which happens procedurally but has no fundamental impact 
on the way the school works. Equally, it is possible to underestimate the need for 
the process to be managed, especially where this itself requires significant changes 
in established management practice. Associated with this is a failure to create the 
conditions under which change and innovation can happen; to be unaware, for 
example, of the distinctive nature of the three stages identified by Miles and of the 
different management and support required by each phase. : 

Finally, it is possible to produce an improvement plan as a management docu- 
ment but give little or no thought to the processes by which it might be 
implemented. ee a eee — Piles into 

Anning (1983) suggested that new headteache! . 
ation pa : me pe like that of the Grand National, The first jump, = 
improvement of the environment, and the second, that of producing new ve icy 
statements and curriculum guidelines, are accomplished smoothly. Beec as 
Brook looms when it is realized that actual practice in the classroom may not 
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Figure 17.4 The development planning cone (Hargreaves and Hopkins, 1991) 


changing as fast and cannot be influenced by aesthetics and documents alone. This 
is a problem which faces everyone — for it is never easy to bring practice into line 
with ideals, let alone in the difficult circumstances which schools have faced in 
recent years. Indeed, many headteachers have found that the apparent orde| 
rationality of school improvement planning is disrupted by the turbulence of 
external events (Wallace, 1994), so that the whole process becomes something of 
a diversion from managing the ‘real world’. 

MacGilchrist e¢ al. (1995) identified four types of school development plan. 
The ‘rhetorical plan’ (no sense of ownership by head or staff) the ‘singular 
plan’ (produced by the headteacher alone), the ‘co-operative plan’ (with 
partial involvement of teaching staff) and the ‘corporate plan’. The latter was 
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‘characterised by a united effort to improve ... and a focus on teaching and 


3.4 


learning’ (p- 195). Of the four types, the rhetorical plan had a negative 

while the corporate plan had ‘a very significant positive im ao 

efficiency and the effectiveness of the school’, pontine impaction: the 
Clearly, implementing a school improvement plan is far from easy, ey 

intimately connected with school culture, and management of the school’s 

micropolitics. 


Professional development and performance management 


In management terms, continuing professional development (CPD) and perform: 
ance management flow directly from, and feed into, school improvement plan- 
ning. The process of fey improvement may well identify areas that 
should be the focus for and performance management, Conversely, 
teachers’ training and development needs, whether identified through informal 
discussion or performance management, should become incorporated within the 
school improvement plan. In this section we consider continuing professional 
development and performance management and their relationship with reflective 
teaching. 

A reflective teacher would find it hard to disagree with the reasons given by the 
DfEE (2001a) for encouraging, continuing professional development: ” 


the demands on teaching are changing all the time. Becoming and remaining a 
good teacher, keeping knowledge of curriculum subjects up to date, and being 
able to make the most of new technology all require continuing professional 
development 


good professional development enables you to build the skills to enhance 
your career — whether that is in teaching, in education more widely, or 
beyond 


© a strong, professional culture in a school frequently makes it a much better 
place to work, with open, supportive relationships, and more enthusiastic, 
self-confident staff 


schools which offer teachers regular opportunities for professional develop- 
ment find it easier to attract and retain good staff 


© we want pupils to develop enthusiasm for lifelong learning, since this is 
increasingly the key to success in adult life. That is more likely if they see their 


teachers involved in regular learning. 


Nevertheless, there may well be other reasons that we would expect to see in such 
a list, such as finding out about and applying knowledge about how children 
learn, and keeping up to date with relevant research: 

Professional development ‘continues’ in that it begins with initial teacher train- 
ing, followed by the induction year (the focus of Chapter 16), and should carry on 
throughout a teaching career. Almost by definition, reflective teachers think about 
their own performance and progress and that of their pupils, and take responst- 
bility for their own ongoing development. There are many routes to continuing 
professional development, including the traditional in-service training courses, 
ranging from:stand-alone half-day courses to extended programmes lasting two 
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or more years and leading to a Masters degree. Courses have an important place 
in CPD provision, but more varied opportunities also exist. These might include 
mentoring arrangements, secondments, business placements, short sabbaticals, 
and most powerfully leading or working with colleagues in school on a particular 
area of development. 

These approaches to CPD provide opportunities for individual teachers to pur- 
sue personal areas of interest, within the context of school improvement, 
Teachers who habitually reflect upon their own practice and the learning that 
goes on in their classrooms will undoubtedly be aware of questions and issues 
which they want to investigate. Investors In People, Beacon schools, Leading 
Edge Partnerships, Advanced Skills Teachers and standards for teachers with sub- 
ject and specialist leadership responsibilities illustrate other schemes through 
which the DfES in England has sought to promote CPD and broaden its impact. 
Perhaps one of the most potentially powerful forms of CPD is peer observation 
which, when undertaken in a mutually respectful, enquiring way, with adequate 
time for preparation and follow-up discussion, can be professionally affirming 
and an excellent learning experience, for both the observed and the observer. 

Whatever the particular combination of CPD activities in which an individual 
teacher engages, it is essential that a record is kept. This should go beyond logging 
the dates and titles of courses attended (although many teachers have had cause 
to regret not keeping even this most basic information as a matter of course). It 
should include reflections on such things as the content of the course and the 
process of learning, skills developed, implications for teaching and impact on 
children’s learning. The National Record of Achievement and its successor, the 
Progress File (which has a version called ‘Broadening Horizons’ specially 
designed for adults), are recognized formats for recording, reflecting upon, plan- 
ning and supporting personal and professional development. Other formats for 
‘personal portfolios’ are of course also possible, for example Frost (1997) pro- 
vides practical guidance for maintaining a portfolio. A reflective journal, an 
approach which is explored for example by Mary Louise Holly in her book 
Writing to Grow (Holly, 1989), is both a particular kind of record and at the 
same time a form of CPD in itself. 

New systems of ‘performance management’ have been introduced into 
England and Wales. Whilst teacher associations argued that such systems are 
intrusive, inflexible, insulting and should definitely not be linked to salary pay- 
ments, government bodies insisted that regular discussions of performance can 
support CPD by identifying individual teachers’ development needs and linking 
them to the goals of the school. Performance management thus replaced previous 
‘teacher appraisal’ schemes which had been inconsistently implemented since the 
early 1990s. A number of reasons for their demise can be identified, including 
the provision of time to do the appraisal properly and resources to follow-up on 
agreed development targets. Teachers were also concerned about the possible 
use of appraisal information in determining redundancies or promotions. A col- 
lation of evidence (TTA/OFSTED, 1996) concluded that appraisal processes 
were making very little impact on needs of the school as a whole. The report 
concluded: 

There is a need to set sharper targets, better linked to classroom practice and school 

management. 

(1996, p. 11) 
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Performance management goes some way to addressing some of the concerns 
about the 1990s appraisal scheme: for example, there are much more explicit 
links with classroom management. However, the English version certainly does 
not address teachers’ concerns about the use of appraisal information ~ quite the 
reverse in fact. As the DfEE stated: 


The outcomes of performance review will be used to inform pay decisions, for 
example for awarding double performance increments for outstanding pecformance 
up to the performance threshold, and for awarding discretionary performance pay 
points above the threshold, for Advanced Skills Teachers and teachers in the leader- 
ship group. Information from performance reviews will provide evidence for 
assessment at the performance threshold. 


(DfEE, 2000b, p. 12) 


Regarding the process of performance management, this is seen in the English 
scheme as an ongoing cycle, not an event. The cycle involves three stages: 


¢ planning: team leaders discuss and record priorities and objectives with each of 
the teachers in their team. They discuss how progress will be monitored 


e monitoring: the teacher and team leader keep progress under review through- 
out the cycle, taking any supportive action needed 


© review: the teacher and the team leader review achievements over the year and 
evaluate the teacher’s overall performance taking account of progress against 
objectives. 


It is expected that each teacher will have between three and six objectives for 
every cycle. Some of these objectives must relate to pupil progress, and to ways of 
developing and improving teachers’ professional practice. Objectives should be 
challenging but realistically achievable, and it is in everybody’s interest to ensure 
that they are, and that the objectives set can be reviewed unambiguously. 
Teachers who continually reflect upon their pupils’ learning and their own pro- 
fessional practice are well prepared to negotiate objectives which strike that 
delicate but crucial balance between challenge and realism. - 

Continuing professional development is thus a core professional activity. It 
makes a vital contribution to performance management processes, but should not 
be reduced to or limited by them. It can also make a vital contribution to personal 
fulfilment. 
Career development and performance management are among the areas on 
which the General Teaching Councils are often required to provide advice. Legis- 
lation for the GTCs in England and Wales was passed in 1998, whereas the GTC 
for Scotland, the first professional council for teaching in the UK, has been 

YR operating since 1966 (see RTweb for Links to these and other organizations). 


CONCLUSION 


i i ithi ich schools 
i by looking at the policy context within which sc 
tape i -effectiveness research, and the 


work before reviewing the main findings of school 1 
processes and factors associated with school improvement. Ideas connected with 


learning organizations were specifically related to schools, and different 


htrp:/www.rtweb.info 427 


—————xe=—~«&2 


17 - Schook Improvement and Continuing Professional Development 


428 


approaches to evaluating schools considered. Continuing professional develop- 
ment and performance management and their role in linking reflective teaching 
and school improvement were discussed. 

Understanding such factors is important for a reflective teacher, for personal 
and classroom performance is enabled or constrained by circumstances. Nor 
should teachers think passively in such situations, for our schools are largely 
what we make of them. And in respect of continuing professional development, 
the case for taking personal responsibility is even stronger. 

In the final chapter we move beyond, the school to consider reflective teaching 
and society. , 


an 


Key readings 
The classic and outstanding guide to educational reform, recently revised and expanded is; 


Fullan, M. (2001) 

The New Meaning of Educational Change. 
3rd edition. 

London: Routledge Falmer. 


A practical and easily read book, which draws together the inter-related areas of research 
on school effectiveness, school improvement, teaching and learning, is: 


MacGilchrist, B., Myers, K. and Reed, J. (1997, 2nd edition 2004) 
The Intelligent School. 
London: Paul Chapman. 


Equally accessible and useful, and drawing particularly on their experience in Birming- 
ham, is: 


Brighouse, T. and Woods, D. (1999) 
How to Improve Your School. 
London: Routledge. 


A sustained critique of school effectiveness and school improvement is offered through a 
collection of wide-ranging chapters in: 


Slee, R. and Weiner, G. with Tomlinson, S. (eds) (1998) 

School Effectiveness for Whom? Challenges to the School Effectiveness and School 
Improvement Movements. 

London: Falmer Press. 


The case for school self-evaluation and a step-by-step guide are included in: 


MacBeath, J. (1999) 
Schools Must Speak For Themselves: the Case for School Self-Evaluation. 
London: Routledge. 


A critical but constructive view of inspection, incorporating international and historical 


perspectives as well as questions to prompt reflection at the end of each chapter, is: 


Learmonth, J. (2000) 
Inspection: What’s In It For Schools? 
London: Routledge Falmer. 
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Planning a strategy for school improvement is the focus of MacGilchrist et al.’s book: 


MacGilchrist, B., Mortimore, P., Savage, J. and Beresford, C. (1995) 
Planning Matters: the Impact of Development Planning in Primary Schools. 
London: Paul Chapman. 


For an engaging example of how the continuing professional development of a reflective 
teacher can influence her workplace, see: 
Dadds. M. (1995) 


Passionate Enquiry and School Development: a Story about Teacher Action Research. 
London: Falmer Press. 


On how to develop school-based CPD, see: 


Earley, P. and Bubb, S. (2004) 

Leading and Managing Continuing Professional Development: Developing People, 
Developing Schools. 

London: Paul Chapman. 


‘Two important studies from the National Commission on Education set out how schools 
in disadvantaged areas can be effective and whether improvement can be maintained: 


National Commission on Education (1995) 

Success Against the Odds. 

London: Routledge. 

Maden, M. (ed.) (2001) 

Success Against the Odds — Five Years On: Revisiting Effective Schools in Disadvantaged 
Areas. 

London: Routledge Falmer. 


Finally, a principled polemic on how teachers and headteachers should work together to 
make change happen is: 


Fullan, M. and Hargreaves, A. (1992) 
What's Worth Fighting for in Your School? Working Together for School Improvement. 
Buckingham: Open University Press. 


Articles relating to school development can be found in many journals such as: 


Educational Leadership 

Educational Management and Administration 

The Head’s Legal Guide 

Improving Schools 

Journal of In-Service Education 

Management in Education 

Managing Schools Today 

Professional Development Today 

Research in Education (SCRE Newsletter) 

School Leadership and Management 

School Effectiveness and Improvement 

Teacher Development 
Readings for Reflective Teaching (the companion volume) offers other closely associated 
work on the issues raised in this chapter. This includes work by authors such as: 
John MacBeath, Peter Mortimore, Geoff Southworth, Jennifer Nias, Penny Campbell, 
Joan Solomon, Sue Tresman, Michael Barber and Colin Richards. 
RTweb offers additional professional resources for this chapter. These may include 
Further Reading, Reflective Activities, useful Web Links and Download Facilities for 
diagrams, figures, checklists, activities. 
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Chapter 18 


Reflective Teaching and Society 


INTRODUCTION 


1 EDUCATION AND SOCIETY 


2 CLASSROOM TEACHING AND SOCIETY 


3 REFLECTIVE TEACHING AND THE DEMOCRATIC PROCESS 


CONCLUSION 


Enhancing professional standards and competencies 


This chapter addresses some issues that, at this particular point in history 
receive little emphasis in national requirements for teacher education, Could 
it be that governments deem the issues raised to be too significant for teachers 
to consider? 

Historically, however, there is a strong tradition of civic responsibility 
among teachers in all parts of the UK, and the contribution to public life of 
thinking, socially aware professional educators has been very strong in Scot- 
land, Wales, Northern Ireland and England. This is now powerfully reflected 
in the commitments of the four UK General Teaching Councils, It is clearly 
appropriate for teachers to reflect on the role that education plays in society 
as a whole. 

In England, the TTA requires those awarded Qualified Teacher Status to 
demonstrate that they understand and uphold the professional code of the 
General Teaching Council. This includes a requirement to: 


Demonstrate and promote the positive values, attitudes and behaviour that they 
expect from their pupils. 
(TTA, Standards for the Award of Qualified Teacher Status, standard 1.3) 


An example of such expectations would be citizenship, which teachers are 
now expected to gradually introduce to children. This is an excellent devel- 
opment for a democracy. Awareness of citizenship and the broader role of the 
profession in our society is just as appropriate for teachers (see also Chapter 1 
on the attributes of reflective teaching). Learning about the social and polit- 
ical context in which teachers work, locally, nationally or internationally, 
and considering the consequences of such work, should not be excluded 
from teacher education programmes by the narrowness of standards or 
competence requirements. 


INTRODUCTION 


In many parts of this book we have considered the internal workings of class- 
| references to the social, economic, cul- 


rooms and schools with just occasiona aad - 
tural and political contexts within which they are located. While this may 


necessary fora practice-oriented book of this sort, a reflective teacher Sp itcon 
certainly be aware of the ways in which educational processes are influence by, 
and contribute to, wider social forces, processes and relationships (Archer, 1979, 
Reading 18.1). In Chapter 4, we introduced the idea of social oe nepe being 
based on a dialectical process, as individuals respond to and act wit! . the at 
ations in which they find themselves. Actions in the present are thus “* 0 by 
the past, but they also contribute to new social arrangements for v1 e okies 
teachers, as individuals, are members of society and we hope at ~ a : : 
teachers will be particularly capable of acting in society to initiate an 
morally and ethically sound developments. 
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There are three sections in this chapter. The first discusses the relationship 
between education and society and reviews the theoretical framework referred to 
above. The second considers the classroom responsibilities of a socially aware 
and reflective teacher and discusses the formation of classroom policies. The final 
section focuses on the actions that a reflective teacher could take as a citizen in 
trying to influence democratic processes of decision-making by local, regional 
and national governments. 

RTweb offers resources in its Compendium and Further Reading that will help 
with this. 


EDUCATION AND SOCIETY 


Two major questions have to, be faced with regard to the relationship between 
education and society. The first is, “What should an education system be designed 
to do?’ The second is, ‘What can actually be achieved through education?’ We 
will address these in turn and draw out the implications for reflective teachers. 

Education has very often been seen as a means of influencing the development 
of societies, and we will identify three central areas of purpose. These are: 


© wealth creation through preparation for economic production 
@ cultural production and reproduction 
@ developing social justice and individual rights. 


Wealth creation, One ediicational priority is certainly likely to be wealth creation, 
For instance in the latter part of the industrial revolution in Great Britain, an 
important part of the argument for the establishment of an elementary school 
system was that it should provide a workforce which was more skilled and thus 
more economically productive. The idea became the linchpin of ‘human capital’ 
theory in the 1960s (Schultz, 1961) and many new nations, influenced by analy- 
ses such as Rostow’s The Stages of Economic Growth (1962), put scarce resources 
into their education systems. The economics of education is still a flourishing area 
of policy and research (Aldcroft, 1992). In Britain, the links between education 
and economic productivity are constantly being drawn by the government, with 
particular attention to the standard of basic skills achieved in schools and to the 
proportion of young people acquiring advanced knowledge and skills in higher 
education. In 1997, this link between education and the economic well-being of 
society was reinforced further by the New Labour administration which in the 
first paragraph of its central education policy document stated: 


Our goal is a society in which everyone is well educated and able to learn 
throughout life. Britain’s economic prosperity and social cohesion both depend on 
that goal. 

(DfEE, 1997, p. 9) 


This theme is carried forward into the rationale for additional education reforms 
post-2001. The focus of these is in secondary education, but te DfEE has been 
quick to explain the link between previous under-performance by that sector and 
economic considerations: X 
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Parental expectations of secondary schools were generally | i ‘ 
regions with plentiful unskilled ‘jobs for life’. Throughout tig sow 
for skills and qualifications and all type of further and higher education was also far 
lower than today. 


(DfEE, 2001c, p. 4) 


One of the drivers of this concern was the many international comparisons that 
have been made between pupil achievement in Britain and that in other countries 
_ most notably those in the Pacific Rim (e.g. Reynolds and Farrell, 1996). A major 
assumption behind this OFSTED-commissioned study was that Britain’s future 
prosperity was related to pupil achievement and, in this crucial area, Britain was 
lagging behind other economically achieving countries. The consequence was 
that there should be a movement towards a pedagogy of ‘interactive whole class 
teaching’, for this appeared to be the pedagogy which was contributing to pupil 
success and educational achievement in countries such as Singapore and Taiwan. 
Educational achievement would in turn lead to economic prosperity and the 
maintenance of national status and global competitiveness. On the other hand, 
Galton (1998) proposed a note of caution. As he put it: 


Anyone who had spent periods of time in these Pacific Rim countries, or who had 
read recent policy documents from their Ministries of Education, would have been 
struck by an interesting paradox. At the very time when our politicians are urging 
primary teachers to adopt the methods of these successful Asian teachers, the latter 
are being urged to become more like their English colleagues. Countries such as 
Singapore and Hong Kong are looking to increase the proportion of cooperative 
group work within the curriculum and to achieve a greater degree of critical 


thinking. 
(Galton, 1998, p- 3) 


An interesting point for debate concerns which pedagogic approach is really 
related to long-term economic success. 


Cultural reproduction. Alternatively, there are those who would highlight the 


‘function’ of education in the production and reproduction of a national culture. 
h experience that illus- 


Again there were elements of the nineteenth-century Britis! 
trate this. For instance, the arguments and influence of Arnold (1889) helped to 


define the traditional classical curriculum that remains influential today. Indeed, 


study of Shakespeare and key episodes in English history was insisted upon in - 
initial construction of the National Curriculum. Even so, some have = 
concern about the erosion of national identity in modern society (Tate, 1997). 

Je of cultural production 1s that of the USA through 


much of the twentieth century where the education system was required to 
‘assimilate’ and ‘integrate’ successive groups of new immigrants into an Ameri- 
as seen as a Vital part of the ‘melting pot - of 
tion here was that there was a single Ameri- 
| values’ was import- 
USA. There are thus costs in the use Oo} 
osts are usually 


ful groups. The historical case of the education 


borne by minority or léss power es particularly graphic 


provided in the colonies of the British Empire pro 
example of this last point (Mangan, 1993). 
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However, use of an education system for the production of a sense of shared 
national identity is common in many parts of the world, particularly where 
independent or democratic states have been established relatively recently, Of 
course, other forms of political structure can also be supported by education, 
Thus, we currently have many emergent forms of regional identity within the 
nations that make up the European Union. Education plays a part in producing 
and reproducing culture at each of these levels. For example, the people of Wales 
preserve an important part of their culture through the teaching of Welsh in their 
schools, but, at the same time, their education system inducts Welsh children into 
the culture of the United Kingdom and Europe. Another educational priority can 
thus be an integrative one, relating to the production or reproduction of ‘culture’ 
within political structures. 


Social justice. Contributing to social justice is a third central purpose which is 
often identified for education systems. This concern was very much at the fore- 
front of thinking in the production of the 1944 Education Act in the UK and also 
in the subsequent introduction of comprehensive schools. It has been an import- 
ant element of policy in the USA and features prominently in the educational 
goals which are set by many countries in Europe and across the world (for a 
European example, see the 1985 Memorandum of the Council of Europe, 1985). 
One critical point to make is that ‘equality of opportunity’ and the meritocratic 
ideal, which often lie behind policies on this issue, are concepts which are vulner- 
able to rhetoric, Paulo Freire was internationally recognized for his advocacy of 
education for social justice, for a ‘pedagogy of the oppressed’ (Reading 18.2), and 
often insisted on the need to face the structural inequalities of wealth, status and 
power which exist. If such issues are glossed, then the promotion of social justice 
through education policy is very unlikely to be successful. 

The concern for social justice through education can partly be seen as a desire 
to ensure that there is an acceptable and legitimated system for allocating jobs in 
democratic societies and for facilitating social mobility. However, there are more 
individualized and fundamental concerns which are perhaps more relevant to 
reflective teaching. A very clear exposition of such issues is contained in the 
Universal Declaration of Human Rights (United Nations, 1948). Article 1 of the 
Declaration states that: 


All human beings are born free and equal in dignity and rights. They are endowed 
with reason and conscience. 


These rights are to be enjoyed, according to Article 2: 


Without distinction of any kind, such as race, colour, sex, language, religion, polit- 
ical or other opinion, national or social origin, property, birth or other status. 


There then follow many articles dealing with rights and fundamental freedoms of 
movement, thought, religion, assembly, political participation, work, leisure, 
and an adequate standard of living. Article 26 deals with education and asserts 
that: 


Education shall be directed to the full development of the human personality and the 
strengthening of respect for human rights and fundamental freedoms. It shall pro- 
mote understanding, tolerance and friendship among all nations, racial and 
religious groups. 
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Education was expected to have a crucial role in the dissemination of the UN 
Declaration across the world, for it was to be ‘displayed, read and expanded 
principally in schools and other educational institutions’ in all member states 
Needless to say, the achievement of social justice and individual rights for all 
citizens remains a noble and appropriate goal, but one which will probably 
always be with us, for it is optimistic to think that educational provision alone 
can overcome structural inequalities in society. Indeed the necessity of adopting a 
United Nations Convention on the Rights of the Child in 1989 underlines that 
fact. The Human Rights Act 1998 is the most significant recent UK legislation. 

This incorporates the European Convention on Human Rights into British law. 
Education policies and systems can thus be designed to emphasize economic 
production, cultural production or reproduction, social justice or individual 
rights. Whilst such goals are not necessarily conflicting, various tensions and 
dilemmas are often posed. One obvious issue concerns the rights of minority 
groups to maintain an independent culture and sense of identity within a majority 
culture. Another is the dilemma between the demands of individual development 
fr and those of economic production. We have raised these issues in Chapter 4 and 
argued that a reflective teacher should make informed and responsible judge- 
ments about them (see also Reading 1.5). The ways in which action might follow 

ng! will be discussed further below. 


We now move on to the second question: ‘What can actually be achieved through 
education?’ 

There has been a long running debate on this topic. Some people, such as 
Coleman, Coser and Powell (1966), Jenks et al. (1972), and Bowles and Gintis 
(1976), have argued that education can make little difference to social develop- 
ment. Although coming to the issue from different theoretical perspectives, they 
argue that educational processes reflect and reproduce major features of existing 
society, particularly with regard to distinctions related to social class. The sugges- 
tion is that relationships of power, wealth, status and ideology are such that 
education should be seen as a part of the dominant social system, rather than as 
an autonomous force within it. 

Others, such as Berger and Luckman (1967), may be seen as taking a more 
idealistic theoretical position. They argue that, since our sense of reality is 
‘socially constructed’ by people as they interact together, there is, therefore, scope 
for individuals to make an independent impact on the course of future social 
development. For a tangible example, the consequences of the Human Rights’ 
agreements could be considered within schools and classrooms, as suggested by 

nal Osler and Starkey (1996, Reading 13.9). Thus there is potential for education to 
influence change. What we have here are the competing positions of those who 
believe in social determinism ranged against those who believe in individual vol- 
untarism. As we have already seen, education is very often expected to bring 
about social and economic developments and it is an area which tends to attract 
idealists. However, we also have to recognize that the major structural features of 
societies are extremely resistant to change. What Is needed then is pointe 
Position which recognizes the importance of action and of constraint. Suc 4 
Position would accept that education has a degree of relative autonomy a 
would thus legitimate action by individuals to contribute to future socia' 
development. 
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Such a theoretical framework is provided by what we call the dialectic of the 
individual and society (see Chapter 4 and, in particular, Reading 4.1). As Berlak 
and Berlak (1981, Reading 1.3) put it: 


Conscious creative activity is limited by prevailing social arrangements, but human 


actions and institutional forms are not mere reflections of them. 
(1981, p. 121) 


The clear implication is that people can make their own impact and history but 
must do so in whatever circumstances they find themselves. If this theoretical 
framework is adopted, social developments can be seen as the product of pro- 
cesses of struggle and contest between different individuals and groups in society. 
Such processes are ones in which education must, inevitably, play a part. 

Our answer to the question of what education‘can actually achieve must thus 
be based on a guarded and realistic optimism. The dialectical model of the influ- 
ence of individuals and social structures recognizes constraints but asserts that 
action remains possible (see Chapter 4 and Reading 4.1). This places a consider- 
able responsibility on a reflective teacher whose professional work is both shaped 
by, and contributes to, society. 


CLASSROOM TEACHING AND SOCIETY 


As we have seen, one implication of the adoption of a dialectical model of the 
relationship between individuals and society is that it highlights the possible con- 
sequences, for the ‘macro’ world of society, of actions, experiences and processes 
which take place in the ‘micro’ world of the classroom. In Chapter 1, we raised 
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this issue with the assertion that ‘reflective teaching implies an active concern 
with aims and consequences as well as with technical efficiency’ and we must pick 
up the themes again here. One of the most important issues concerns the influence 
of a reflective teacher’s own value commitments. 

aa> In Chapter 1, Section 2.1, we argued that reflective teachers should accept 

| democratically determined decisions but should act both as responsible profes- 
sionals and as autonomous citizens to contribute to such decision-making pro- 
cesses. We also suggested that attitudes of ‘open-mindedness’ and ‘responsibility’ 
are essential attributes. Open-mindedness involves a willingness to consider evi- 
dence and argument from whatever source it comes. It is thus the antithesis of 
closure and of habituated or ideological thinking. For example, we would suggest 
that there is a link between these attributes and the revisions to the National 
Curriculum implemented in England in 2000. Curriculum 2000 provides a 
framework for PSHE and citizenship in Key Stages 1 and 2. 


PSHE and citizenship help to give pupils the knowledge, skills and understanding 
they need to lead confident, healthy, independent lives and to become informally 
active, responsible citizens . . . They also find out about the main political and social 
institutions that affect their lives and about their responsibilities, rights and duties as 
individuals and members of communities. 

(DfEE and QCA, 1999, p. 136) 


There is at least a rhetorical sense in which children are encouraged through the 
formal curriculum to engage with-the social processes that underpin society. 
Through ‘Development Education’ they may also be introduced to global issues. 
It is also interesting to note the advent of citizenship as a formal National Curric- 
ulum subject in Key Stages 3 and 4 and the issuing of non-statutory guidance for 
Personal, Social and Health Education and Citizenship in Key Stages 1 and 2 
(QCA, 1998). The rationale for this relates to the development of children’s 
responsibilities in a liberal democracy. 

There is also a relationship between the inauguration of citizenship within the 
National Curriculum and the development of Human Rights’ ‘legislation. Ina 
recommendation to all member states of the European Union, the Council of 
Ministers reaffirmed the understandings embodied in the United Nations’ Uni- 
versal Declaration of Human Rights and the European Convention of Human 
Rights. The Council suggested that study in schools should ‘lead to an under- 
standing of, and sympathy for, the concepts of justice, equality, freedom, peace, 
dignity, rights and democracy’ (Council of Europe, 1985). Hugh Starkie (1987) 
claims that the United Nations’ Declaration is accepted as a worldwide moral 
standard and that fundamental freedoms are what make effective political dem- 
ocracies possible. Importantly, since 1998, the principles underlying these declar- 
ations have been incorporated into the UK’s Human Rights Act. These are seen as 
being fundamental to democratic societies and alt schools, including those for 
young children, are encouraged to introduce them to their pupils and to develop 

ag their understanding (Osler and Starkey, 1996, Reading 13.9). Additionally, the 
adoption of the UN Convention on the Rights of the Child (1989) has consider- 
able significance for practice in schools (Reading 13.9). Beck (1998) reminds us 
of the enormous influence of Marshall’s 1950 classic, Citizenship and Social 
Class (1992). In particular, Marshall set out a number of freedoms - entitlement 
to welfare, free education and health - which he saw as the essence of the social 
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element of citizenship. The formal incorporation of citizenship within the 
National Curriculum demonstrates the importance that is attached to pupils 
learning how to engage with social and political processes, and it can also be seen 
as placing responsibilities on teachers to model this within their professional 
lives. 

Yet, the political context of recent years suggests that there are some tensions 
and contradictions. For instance, in England, at the same time as Curriculum 
2000 was explicitly encouraging awareness and active engagement with the polit- 
ical systems which underpin our democratic society, the professional work of 
teachers continued to be structured centrally, with strong pressures, inspection 
procedures and sanctions to ensure compliance. Unfortunately, successive gov- - 
ernments have not treated teachers as active, thinking, value-driven professionals 
with whom partnerships to develop the educational system should be created. At 
times, indeed, teachers were cast as the core ‘problem’ (HMCI, 1995). This point 
is illustrated by evidence from the Primary Assessment Curriculum and Experi- 
ence (PACE) project, which explored the impact of the introduction of the 
National Curriculum, A major conclusion was that changes in curriculum, 
assessment and pedagogy were mishandled in many ways because of the lack 
of sincere attempts to work with teachers (Osborn et al., 2000; Pollard et al., 
2000, see Reading 18.5). From 1997, Labour governments maintained similar 
policies, with the result being that there has been considerable professional 
disengagement, with retirement, recruitment and retention problems. 

We can thus see that the relationship between teacher and society in England 
has dramatically changed since the inception of the National Curriculum follow- 
ing the Education Reform Act of 1988. From a position of some public esteem 
and professional recognition, could the role of the teacher now simply be cast as 
being to comply with centrally defined frameworks? Perhaps not, but as Simco 
(2000) argues, there is a danger that acceptance of such compliance could even- 
tually lead to the teaching profession retreating from consideration of aims, 
values and associated pedagogies. This would be deeply damaging, for engage- 
ment with underpinning values remains essential to the moral foundations of 
teaching as a professional vocation. Nor should we ever forget how policy is 
actually created, and the influence that remains with teachers. As Bowe and Ball 
with Gold (1992, Reading 18.4) argue, policy is not formed solely through polit- 
ical struggles and through the construction of legislation and official documents. 
Its operational reality is formed in the ‘context of practice’ — where it is often re- 
formulated and ‘mediated’ through the application of professional judgement 
(see also Osborn, McNess and Broadfoot, 2000, Reading 1.4). 

Whilst, Scotland, Northern Ireland and Wales develop in increasingly distinct- 
ive ways, perhaps there are also some countervailing developments in England 
too, such as the new place of Citizenship within Curriculum 2000. There may 
also be grounds for optimism as the Labour government re-affirms its commit- 
ment to public services. Indeed, the TTA’s 2002 standards for initial teacher 
training have an enhanced (though still limited) place for professional values, and 
it is important to understand the role which the General Teaching Councils across 
the UK and other professional associations could have on providing teachers with 
an independent voice. 

The basic truth is that, whatever a government may attempt to determine, there 
are some endemic issues in education that cannot be avoided. These include 
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questions of individual dignity, equality and freedom, and the influence of sex- 
ism, racism and other forms of discrimination based on social class, age, dis- 
ability or sexual orientation. These are issues upon which, we would argue. 
children have rights that socially responsible teachers should not com 
promise. We take this to constitute a ‘bottom line’, a value commitment to 
the fundamental rights of citizens in a democratic society and a necessary 
underpinning for reflective professionality. 


REFLECTIVE TEACHING AND THE DEMOCRATIC 
PROCESS 


In Chapter 1 we suggested that, in addition to professional responsibilities to 
implement democratically determined decisions, teachers as citizens also have 
responsibilities to act to influence the nature of such decisions. Teachers have 
rights and it is perfectly reasonable that they should be active in contributing to 
the formation of public policy. In terms of Bowe, Ball and Gold’s model (1992, 
Reading 18.4), this is about teacher engagement in the ‘context of influence’. The 
role, as White (1978) suggested, is close to that of the activist and the methods to 
be utilized are those which have been well developed in recent years by a variety 
of pressure groups. There are seven basic elements of successful pressure group 
activity: 


1. Demystifying the democratic process 
. Identifying decision-makers 

. Preparing the case 

. Forming alliances 

. Managing the media 


. Lobbying decision-makers 


Nn nN fF WwW NY 


. Following up. 


Such téchniques have been evident in UK debates about the curriculum in pri- 
mary schools where lobbying of Members of Parliament has taken place. For 
instance, members of the National Association for Primary Education were 
encouraged to write to MPs and the views of the association were made clear to 
Education Ministers and to the House of Commons Select Committee on Primary 
Education. The techniques have also been deployed on more general educational 
issues such as cut-backs in educational expenditure in the 1980s and early 1990s, 
the growth of the private sector, the abolition of corporal punishment in schools 
and the introduction of formal assessment for young children. Some national 
educational pressure groups and phase-based associations have been influential 
for particular periods. These include CASE (the Campaign for the Advancement 
of State Education), ECEF (the Early Childhood Education Forum), NCNE (the 
National Campaign for Nursery Education), NAPE (the National Association for 
Primary Education), NAME (the National Anti-racist Movement in Education), 
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NaPTEC (the National Primary Teacher Education Conference), NPT (the 
National Primary Trust), and TACTYC (Training, Advancement and Cooper- 
ation in Teaching Young Children). Professional associations such as the NUT, 
NAS/UWT and ATL are also active, though the most influential in recent years 
have been the headteacher associations of NAHT and SHA 

The ATL has been active in creating position statements on a wide range of 
educational issues relating to the teaching profession. One area in which it has 
taken an interest is the induction of newly qualified teachers (NQTs). Here it has 
both commissioned research into the experiences of NQTs and published guide. 
lines (Moyles, Suschitzky and Chapman, 1998, Reading 16.4). Interestingly, as 
the title implies, the guide is not only about compliance with a nationally pre- 
scribed system, but also encourages NQTs to ask questions about the circum- 
stances of the induction year. One section entitled ‘Induction: bridge or barrier? 
asks the reader to engage with critical questions such as “What kind of induction 
does an NQT need?’ 

In addition to the education pressure groups and professional associations, 
there is a third type of research-led educational organization. For example, the 
Association for the Study of Primary Education (ASPE) is a national body whose 
main remit is to promote thinking and research about primary education, includ- 
ing the development of alternative perspectives to the status quo and the repre- 
sentation of these. ASPE funds small-scale research, holds an annual national 
conference and is involved in various regional events. It seeks to have some influ- 
ence on the development of education policy through its activities. Likewise in 
recent years the Philosophy of Education Society of Great Britain has published 
six pamphlets on a range of educational issues, the stated purpose of which is to 
bring philosophical perspectives to bear on the development of po'icy in educa- 
tion. One of these pamphlets is focused on Curriculum 2000 (Bramall and White, 
2000). In it the authors suggest that Curriculum 2000 is unique in providing a 
statement of educational aims, purposes and a rationale. However, they also 
argue that these aims have more radical consequences for the curriculum than is 
actually delivered. The most significant group is the British Educational Research 
Association (BERA) to which most active researchers in the UK belong. This 
organization has considerable resources and is able to set up policy-related initia- 
tives, research reviews, seminars and other events. It convenes a large national 
conference at the start of each Autumn term, and regularly issues press briefings 
On its activities. Many of the associations reviewed above have websites. See 
RTweb for links. The internet also Opens up interesting new opportunities for 
campaigning. For instance, take a look at www.suepalmer.co.uk/timetoteach. 
This site was established by a former primary headteacher, Sue Palmer, to challenge 
the imposition of an overprescriptive curriculum in England. 

Pressure-group activity and collective action by individuals can thus both bring 
about new policy priorities and lead to a reappraisal of existing policies. This is 
an essential feature of democratic decision-making and we would suggest that 
reflective teachers have both the right and responsibility to contribute to such 
processes. Reflective Activity 18.1 suggests learning about these processes by 
studying in depth a single example of political activity and decision-making. 

We are conscious, though, that this is a book which is primarily designed to 
Support student-teachers during periods of school-based work and that activities 
to influence wider policies may seem inappropriate. We include them because 
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Ly Reflective activity 18.1 


Aim: To investigate processes of political activity and decision-making with 
regard to an educational issue. 


Evidence and reflection: A necessary basic strategy here is to focus on one 
issue and to trace the debates in the media and elsewhere. This could helpfully 
be undertaken with colleagues so that the workload is shared. The issue could 
be local or national. 

Newspapers provide useful sources of easily retrievable information. Some, 
such as The Times, publish an index and this is particularly helpful. The BCC 
and Guardian's websites are also particularly good. 

Having gathered a variety of statements about the issue in question, an 
attempt should be made to classify them so that the competing positions are 
identified. From this point, it may be possible to gather policy statements 
directly from the participants, by letter, discussion, interview or library 
search. 

Finally, the decision-point can be studied. Were the public arguments 
influential? What interests seem to have prevailed when decisions were taken? 


Extension: Having studied an example of political influence on decision- 
making it is worth taking stock of what has been learned. Did you feel that the 
debate reflected appropriate educational concerns? Could educationalists 
have made more constructive contributions? 


such activity is a logical consequence of taking reflective teaching seriously and 
because some preparation for such activity is perfectly possible before taking up a 
full-time teaching post. One of the most important aspects of this is to demystify 
the democratic process itself and we will make various suggestions on this 
and with regard to the seven elements of pressure-group activity which we have 
identified. These might be followed up by small groups of students or teachers, 
perhaps by taking an educational issue as a case-study, or indeed, by facing a real 
current issue. 


Demystifying the democratic process 

There is a tendency to regard decision-making as something done by ‘them’ — an 
ill-defined, distant and amorphous body. In fact, decisions in democracies are 
taken by elected representatives. The connection between the ordinary citizen and 
decision-makers can thus be much more close, direct and personal. 

Some possible ways forward here include visiting a relevant meeting of your 
local or regional council, assembly or parliament. For example, council commit- 
tee meetings are normally open to the public and attendance at an Education 
Committee meeting is likely to be very interesting to reflective teachers. Alter- 
natively, you could write to or make an appointment with your local elected 
representative. Discuss their views on educational issues and get them to explain 
the constraints and pressures within which they serve. Or, even more locally, you 
could ask to attend a meeting of the governing body of your school. Note who 
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the governors are and enquire about their powers in relation to the affairs of 
your school. Consider the potential for partnership between teachers and 
governors. 


Identifying decision-makers 

Lists of MPs, Assembly Members and Councillors are normally available in local 
libraries, official offices and on the internet. It is then necessary to identify those 
who have a particular interest in education and those who have a particular degree 
of influence over decisions. A list of members of the education committee on a 
council or of members of the House of Commons with an interest in education will 
be helpful. The names of school governors will be available in your school. 

It is also often appropriate to identify the leaders of political groups and those 
who speak on education issues. In addition, the chair of the Finance Committee 
ona local council or Treasury Ministers in the House of Commons are likely to be 
worth identifying — depending, of course, on the, issue under consideration. 

A further group to identify is the education officers and civil servants who 
advise decision-makers and implement many decisions. Chief education officers, 
for instance, can be extremely influential. 


Preparing the case 


It is essential to prepare a case well. This requires at least three things: 


© appropriate factual information about the issue 
© good educational arguments in support of whatever is being advocated 


© an understanding of the interests and concerns of those whom it is hoped to 
influence, 


A great deal of factual information can be gathered from the internet by visiting 
the websites of national, regional or local government agencies. For instance, the 
DfES website is highly regarded and not only provides much information but 
normally offers excellent links to other sites in the UK. At the time of writing 
these include QCA, TTA, OFSTED, DENI, CCEA, ACCAC, SEED, LTScotland, 
BECTA, etc. However, since these often change, for more continuity, try standard 
government addresses, such as ‘www.wales.gov.uk’. Other sorts of information 
can be collected through discussion with those people who may be involved 
locally with the issue under consideration. Sources within your school should be 
one starting-point. Newspapers also offer a regular source of reports and com- 
ment on educational developments and can be monitored for relevant material. If 
possible, it is worth checking key facts from a number of sources. 

To develop coherent educational arguments, the research literature is an 

os important resource (see the suggestions at the end of Chapter 3), Almost all 
significant educational topics have been researched at some time, and there is 
much to learn from the experience of others. Of course, one would certainly wish 
to discuss the issues under consideration with colleagues, and to build a really 
secure understanding. 

Regarding the interests of those whom one wishes to influence, a good place to 
start js with any published policy statements or manifestos. This could be fol- 
lowed up by discussion and by making judgements regarding the pressures and 
constraints that they face. 
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Forming alliances 


Representative democracy is designed as a system which links decision-makin, 
with the views of a majority. It follows that the most successful type of cane 
paigning is likely to be one which is broadly based — one which is produced 
by an alliance of interested parties bringing concerted pressure to bear on 
policymakers. 

Reflective teachers may thus wish to act with others if and when they wish to 
influence public policy. Obvious places to look for allies are other colleagues. 
perhaps through professional associations, trade-union links or the Genet 
Teaching Council; parents and the importance of parental support cannot be 
overestimated; other workers in the public services; local community and interest 
groups who may be directly or indirectly affected by the issues under consider- 
ation; and existing national pressure groups such as those listed earlier in this 
section. 


Managing the media 

Important issues here include clarifying, very clearly indeed, your key message; 
carrying out a review of the types of media which might be interested in edu- 
cational issues (press, radio, television, etc.); holding discussions with people who 
have had experience of managing publicity to learp from them; carrying out an 
analysis of the types of stories or news that each: media outlet is likely to be 
interested in and, crucially, of the ways in which they are likely to handle edu- 
cational issues; considering the timing constraints that appropriate media outlets 
face; holding discussions with selected journalists to get first-hand knowledge of 
their concerns; preparing press releases and considering suitable images for 
photographic or filming purposes; identifying and supporting a spokesperson for 
press follow-up. 


Lobbying decision-makers 

There are any number of possibilities here ranging from discrete lobbying, discus- 
sion, letter writing by individuals, through to petitions, media campaigns and 
demonstrations. However, it is important to remember that not many politicians 
enjoy being forced to change course, but most are open to persuasion if they have 
not previously taken up a hard, public position. An interesting English example 
relates to the introduction of skills tests in literacy and numeracy required for the 
award of QTS. In the summer of 2001, there was widespread lobbying of senior 
TTA officials and Government Ministers by individual trainees, their representa- 
tives and ITT providers. The issue was concerned with a widespread belief that 
the skills tests were unfair in that to fail four times led to all other successes 1n 
working towards QTS being nullified. QTS could not be awarded. The Secretary 
of State for Education bowed to this substantial lobbying and allowed trainees 
unlimited attempts to pass the tests. 


Following up pl past = 
There is no mystery here. If agreement for changes in policy or practice is reachec, 
cted. One might, for 


it is simply necessary to check that the agreement Is ena : 
instance, be alert to the possibility of policies being watered down’ as attentio’ 
moves onto new issues. 
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CONCLUSION 


Education is inevitably concerned not just with ‘what is’ but also with what 
‘ought to be’ (Kogan, 1978) (for example, teachers’ struggling to convey an edu- 
cational vision, see Reading 18.5). We hope that this book will help teachers 

na and student-teachers to develop not only the necessary skills of teaching but also 
the awareness and commitment which will ensure the positive nature of their 
contribution to the education service in the future. 


Key readings 
Many of the books suggested as further reading for Chapters 1 and 4 will also be relevant 
here. 


On the structural relationships between education and society, with fascinating compara- 
tive and historical dimensions, see: 


Archer, M. (1979) 
The Social Origins of Educational Systems. 
London: Sage. 


For a major work offering international comparisons of primary-education systems and 
their relationships to the culture, economy and political systems of their societies, sce: 


Alexander, R. (2000) 
Culture and Pedagogy: International Comparisons in Primary Education. 
Oxford: Blackwell. 


The development of New Labour education policy in England can be seen quite transpar- 
ently within: 


Barber, M. (1996) 
The Learning Game: Arguments for an Education Revolution. 
London: Gollancz. S 
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Fora penetrating analysis of how education policy is created a! 
teachers, S€¢: 


pall, S.J. (1994) “A 
Education Reform: 4 Critical and Post-Structural Approach. 


Buckingham: Open University Press. 
changes in primary-school practice as 2 result of changes in public policy, with 


Dramatic : 
considerable implications for the present, are recorded in the final outputs from the PACE 


project in: 

Osborn, M., MeNéess, E. and Broadfoot, P. (2000) 

What Teachers Do. 

London: Continuum. 

Pollard, A. and Triggs, P. (2000) 

What Pupils Say. 

London; Continuum. 

Stenhouse continues to have much to teach us on the role of the teacher in a democracy 
and Sachs continues the tradition: 


Stenhouse, L. (1983) 

Authority, Education and Emancipation. 

London: Heinemann. 

Sachs, J. (2003) 

The Activist Teaching Profession. 

Buckingham: Open University Press. 

One more general way of following up many of these issues would be through the use 
of textbooks in sociology or the sociology of education. The most up-to-date specialist 
text is: 


Meighan, R. and Sjraj-Blatchford, I. (1997) 
A Sociology of Educating. 
London: Cassell. 


The United Nations Convention on Children’s Rights is an important international state- 
ment. For an excellent account of both it and its implications for the UK, see: 


Newell, P. (1991) 
The UN Convention and Children’s Rights in the UK. 
London: National Children’s Bureau. 


For a child-focused account and more general guidance on Human Rights education see: 


Alderson, P. (2000) 

Young Children’s Rights. 

London: Jessica Kingsley. 

Starkey, H. (1991) 

The Challenge of Human Rights Education. 
London: Cassell. 


Action by reflective teachers within the democratic process calls for some knowledge of 
political structures and processes. For excellent introdugtions, see: j 


Kingdom, J. (1991) 
Government and Politics in Britain. 
Oxford: Polity Press. 
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Readings for Reflective Teaching (the companion volume) also offers other closely 
associated work on the issues raised in this chapter. This includes work by authors such as; 
Margaret Archer, Paulo Freire, Council of Europe, Richard Bowe, Stephen Ball, Ann 
Gold, Andrew Pollard, Patricia Broadfoot, Paul Croll, Marilyn Osborn and Dorothy 
Abbott. 

RTweb offers additional professional resources for this chapter. These may include 
Further Reading, Reflective Activities, useful Web Links and Download Facilities for 
diagrams, figures, checklists, activities. 
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A Guide to the QTS Standards for England, 
Northern Ireland, Scotland and Wales 


Many governments specify the standards that someone training to become a 
teacher needs to meet in order to obtain qualification. In the UK separate sets of 
standards are issued by the various agencies or departments of the devolved 


governments. 


Such standards always arouse debate concerning their content, extent and pur- 
pose. Reflective teaching encourages practitioners to develop an informed and 
critical perspective on such matters and readers of this book should, therefore, be 
well placed to participate in the debate that surrounds such standards. As North- 
ern Ireland’s 2004 Code of Values and Professional Practice states: ‘Teachers will, 
as reflective practitioners, contribute to the review and revision of policies and 


practices’. 


The accompanying tables outline the relationship between teacher-training 
standards and the contents of this book. In each table, the left-hand column 
outlines the standards specified by government; the middle column identifies the 
parts of the book that provide most sustained discussion of the relevant issues; 
and the final column identifies some of the most relevant terms to be found in the 
book’s index. These tables relate to national standards at the time of going to 
press. Readers should note, however, that the detail of such standards is liable to 
change. As staff-room observers sometimes note, the basic issues are rather more 


enduring! 


England 


Requirement ~ | Main treatment | Sample search words in Tl 

| index 1 | 

1. Professional values Chapters 3, 5, 15 & 16 attitudes 

and practice behaviour 

continuing professional 
development 

diversity 

equal opportunities 

evaluation 

evidence-based practice 

inclusion 

parents 

support staff 

values 
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2. Knowledge and 
understanding 


3. Teaching 


3.1 Planning, expectations 
and targets 


freroeves tt ele sel srviweel bese oltnaeln ss we 


Chapters 7, 8, 11 & 12 


behaviour management 

citizenship 

curriculum 

ICT 

inclusion 

national curricula 

personal, social and health 
education 

special educational needs ; 


Chapter 9 


3.2 Monitoring and 
assessment 


Chapter 14 


target setting 
accountability 


equal opportunities 
evidence-based practice 
inclusion 

health and safety 
learning objectives 
resources 

support staff 


assessment 
evaluation 
marking 
monitoring 
national curricula 
objectives 
recording 
reporting 

target setting 
tests 


ke 
3.3 Teaching and class 
management 


Chapters 10, 11, 12 &13 


behaviour management 
colleagues 

classroom discipline 
differentiation 

diversity 

equal opportunities 
group work 

homework 

ICT 

key stages 

learning environment 
learning objectives 
motivation 

national curricula 
relationships 

resources 

space, use of 

special educational needs 
time, use of 
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Northern Ireland 

Requirement Main treatment Sample search words 
in index 

1. Understanding of the Chapters 7, 8,11,15&18 | aims 

curriculum and professional assessment 

knowledge behaviour management 
child development 
development planning 


discipline issues 
hidden curriculum 
ICT 

inclusion 

language 

motivation 
non-verbal features 
Northern Ireland 

peer groups 

physical development 
play 

resources 

school effectiveness 
school improvement 
school policies 
society 

special educational needs 


| 


2. Subject knowledge and 
subject application 


Chapters 8 &9 


child development 
cross-curricular issues 
curriculum issues 
curriculum planning 
differentiation 

special educational needs 
| Subject knowledge 


3. Teaching strategies and 
techniques and classroom 
management 


Chapters 6, 10, 11, 12 & 13 


behaviour management 
continuity 

diversity 

group work 

health and safety 

ICT 

individual work 
language 

learning objectives 
inclusion 

motivation 

play 

progression 
questioning 

resources 

space, use of 

special educational needs 
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support staff 
time, use of 
transition 


4. Assessment and 


recording of pupils’ progress 


assessment 

attainment targets 
marking 

record-keeping 

records 

reporting 

self-assessment 

special educational needs 


Chapter 14 


5. Foundation for further 
professional development 


Scotland 


1. Subject and content of 
teaching 


2. Competences relating 
to the classroom 


Requirement Main treatment 


critical research 
cross-curricular issues 
evaluation 
évidence-informed practice 
parents 

professional support 

social context 

support staff 


Chapters 3, 16 &17 


Sample search words in 
index 


curriculum issues 

homework 

ICT 

learning 

personal, social and health 
education 

progression 

subject knowledge 

subject-based curriculum 


Chapters 8 & 9 


2.1 Communication and 
approaches to teaching 
and learning 


Chapters 7, 9, 13 &15 diversity 
group work 
homework 
ICT 
inclusion 
individual work 
learning 
motivation 
pacing 
questioning 
resources 
special educational needs 
support staff 
teaching 
teaching strategies 
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behaviour 
behaviour management 
bullying 

classroom management 
discipline issues 

group work 

health and safety 
individual work 

special educational needs 


2.2 Class organization and | Chapters 6, 11 & 12 
management 


assessment 
attainment levels 
attainment targets 
marking 
monitoring 
recording 
reporting 


2.3 Assessment Chapter 14 


3. Competences relating Chapters 17 & 18 national curricula 
to the school and the 


education system 


school effectiveness 
school improvement 
Scotland 

support, professional 
support, staff 


colleagues 

continuing professional 
development 

diversity 

equal opportunities 

inclusion 


4. Values, attributes and Chapters 3, 5, 16 & 17 
abilities integral to 


professionalism 


parents 
professionalism 
support staff 


Sample search words in 
index 


Wales 


Main treatment 


Requirement 


1. Knowledge and Chapters 8 & 14 health and safety 
understanding information technology 
inspection 


key stages 
learning 
national curricula 
progression 
research findings 
research reviews 
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subject knowledge 
subject orders 
subject-based curricula 
Wales 


2. Planning, teaching and |Part 2, especially Chapters | assessment 

class management attainment 

basic skills 

behaviour management 

classroom management 

consensus 

differentiation 

diversity 

discipline issues 

group work 

health and safety 

homework 

individual work 

learning 

lesson planning 

lessons, managing stages of 
monitoring 

motivation 

national curricula 

objectives 

personal, social and health 
education 

planning 

progression 

relationships 

resources 

special educational needs 

support, professional 


3. Monitoring, assessment, | Chapter 14 accountability 
recording, reporting and assessment 
accountability marking 


planning 

question and answer 
exchanges 
recording 

reporting 

target setting 

tests 

4. Other professional Chapters 3 & 17 colleagues 
requirements equal opportunities 
governing bodies 
health and safety 
parents 
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personal development 

personal, social and health 
education 

professional associations 

professional support 

support staff 
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Index 


The index covers the preface, introduction and chapters 1-18. It does not include the key reading 
at the end of each chapter or author reference. The symbol f following a page reference number refer 
to a figure and page references in bold type refer to topics in the “reflective activity” sections. Entrie 


in bold type refer to QTS standards. 


accelerated learning 155-6 
accountability 83-5, 417 
achievement 131-2, 133 
acting 255 

action research 62f, 64-5 


activities 128-9, 211, 211, 216, 235, 237 


age 367-8 


aims 15-16, 97-100, 99, 177-80, 177, 357 


alliances 443 
assessment 320-51 
(and) exclusion 378-80, 380 
formative see formative assessment 
induction period (NQTs) 392-3 
information, use of 345-8 
key issues 334-8, 335, 339 
phases 326f 
planning 212,221 
principles 323f 
records 340-5 
reporting 340-5, 344 
summative see summative assessment 
Assessment Reform Group 324, 325 
Association for Achievement and 
Improvement through Assessment 
(AAIA) 322 
Association for Science Education (ASE) 
196 
Association of Teachers of Mathematics 
(ATM) 196 
attainment levels 187 _ 
attainment targets 186, 187 
attitudes 
children’s 358-61, 359 
teachers’ 18-19, 384 
audio recording 57 
Autumn package 346 


Avon Collaborative Learning Project 310 


balance 207-9 
basic skills 181-2, 210 
beginning sessions 256-7, 257 
behaviour 154-6 
holistic perspective 264-6 
policies 266-7 
parameters 376f 


behaviour management 38, 249-69 
checklists 262, 263, 265-6, 
266-7 
Elton Report 119, 123 
skills 252-6, 255 
stages of lesson 256-64 
strategies 261-4 
whole-school issue 264-7 
behaviourism 143-5, 152f 
bias 378 
bilingualism 281-5 
biographical perspectives 111 
black community 88, 365 
Black Papers 98 
boredom 164f, 236 
boys 371 
brain 154-6 
breadth (curriculum) 207-9 
Bubble Time 135 
buildings 81 
bullying 110 


campaigning 440, 442-3 
capacity 408 
career development see continuing 
professional development 
Career Entry and Development Profile 
(CEDP) 391, 393, 399 
case studies 110, 399-400 
challenges 5-6, 261-4 
change 408 
charities 50 
checklists 61 
child development 140-72 
children as learners 151-69 
learning processes 143-51, 
150-1 
transfer of learning 169-70 
child-centredness 80, 146 
children 
attitudes 358-61, 359 
classroom management 237-41 
culture 78-9, 109-10, 359 
developing confidence 130-2 
experience of assessment 339-40 
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aslearners 151-69 
needs 110-13, 112 
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